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ABSTRACT 
AN AFROCENTRIC EDUCATION IN AN URBAN SCHOOL: 
A CASE STUDY 
SEPTEMBER 2001 
BERNARD REESE, A.A., HALIFAX COMMUNITY COLLEGE 
B.A., SHAW UNIVERSITY 
B.Th., SHAW DIVINITY SCHOOL 
M. Ed., LEHMAN COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by; Professor Gretchen Rossman 
The primary purpose of this proposal is to evaluate the strengths and weakness of 
an Afrocentric education in an urban school to promote the academic achievement of 
impecunious black children. This study is important to understanding ways to improve 
the academic achievement of low-income and disadvantaged black students who are 
marginalized from the mainstream of American society. 
This proposal analyzes educational and social forces that prevent poor black 
children from achieving in urban schools and policies that separate them from the general 
school population. 
The study addressed the state of blacks in America today, and shows reasons why 
urban schools must change to save black students. The study also shows that the current 
educational system in urban communities does not work. The study discusses whether or 
Vll 
not school integration has helped black children improve in their overall educational 
experience. 
This study examines and explores the development, characteristic, learning style, 
and cultural backgrounds of teachers and students who interact in traditional public 
schools in insolvent urban communities. This study also examines a critical pedagogy in 
the sociology of the black experience. This part of the study explores black children in a 
social and historical context in American society. 
The major finding in this study showed a significant improvement in students’ 
academic achievement based upon documents from the state’s DOE and it has renewed 
Bannker’s charter. The sentiments from the major stakeholders appeared to be satisfied 
with the overall performance of the school and in the direction its going. The positive 
results on standardize norm reference test has soften the opposition once held by some of 
the stakeholders in respect to its radical departure from integration. Many parents have 
witnessed the positive changes in students’ self-esteem and self-worth at Banneker and in 
the community. Therefore, many of the stakeholders believe that education programs of 
a cultural relevant motif designed does enhanced low-income and disadvantaged black 
students’ academic achievement. 
This study was limited to low-income and disadvantaged black children attending 
urban schools where every effort to desegregated these schools has failed and the 
majority of children has failed and is continuing to fail. 
vm 
TABLE OF CONTENTS 
Page 
ACKNOWLEDGEMENTS.. 
ABSTRACT.vii 
LIST OF TABLES.....xi 
CHAPTER 
I. INTRODUCTION.1 
Background and Genesis.1 
General Research Questions.20 
Statement of the Problem.21 
Purpose of the Study.....23 
Significance of the Study.24 
Limitation of the tudy...24 
II. REVIEW OF THE LITERATURE.26 
The State of Black America.26 
Desegregation of Public Schools.37 
Traditional Educational Systems in America. 43 
Black Children’s Cultural Backgrounds.44 
Affocentric Education.53 
Black Children’s Learning Style.60 
Critical Pedagogy in the Sociology of the Black Experience.75 
Summary.83 
III. METHODOLOGY.   103 
Overall Approach.103 
The Setting.108 
Charter Schools.108 
The Genesis of Banneker Charter Schools. 114 
Data Collection Methods.117 
Conducting the Personal Interviews.118 
The Review of Documents.123 
Sampling.124 
Participants Observation.125 
Data Management and Analysis.128 
The Role of the Researcher.129 
Limitation of the Study.   131 
Ethical Considerations.134 
IX 
Trustworthiness.138 
Summary.139 
IV. ANALYSIS OF THE DATA.142 
Introduction.142 
The Early Years.143 
Summary.172 
The Years of Transition.  176 
Summary. 195 
The Years of Reasons.200 
The Review of Documents.201 
Participant Observations.218 
Analysis of Personal Interviews.249 
Summary.273 
V. SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS.281 
Summary of the Study.281 
Findings to the General Research Questions.285 
General Conclusions and Implications.293 
Recommendations.300 
Suggestions for Future Research.303 
APPENDICES 
A. RESEARCH QUESTIONS.311 
B. CONSENT LETTERS. 313 
C. WHY DID YOU MAKE ME BLACK LORD.318 
D. SHOSHOLOZA.320 
E. BANNEKER’S SCHOOL S NG.322 
F. BANNEKER’S (CALL & RESPONSE).324 
G. BENJAMIN BANNEKER’S LETTER TO THOMAS JEFFERSON.326 
H. JEFFERSON’S LETTER TO BANNEKER.331 
BIBLIOGRAPHY.333 
Table 
LIST OF TABLES 
Page 
1. Analytical and Relational Cognitive Styles.307 
2. Orientation to school requirements by skill- 
information combinations...310 
XI 
CHAPTER I 
INTRODUCTION 
Change is one thing; progress is another. 
— Bertrand Russell 
Background and Genesis 
This dissertation focuses on a critical and controversial issue in American society 
that embraces a radical grassroots movement in the black community to successfully 
educate low-income and disadvantaged students in most traditional public schools in 
urban neighborhoods. The concept of introducing an Afrocentric education for 
disadvantaged black students in America’s impoverished urban schools has generated 
extensive debate in the educational community. Thus, it is this issue that has become the 
focus of this dissertation, to evaluate the academic and pedagogical design of an 
Afrocentric education in an urban charter school. I am of the opinion that an Afrocentric 
education might show promise for low-income and disadvantaged black students for 
moving towards upward mobility into American society. 
Chapter I, discusses the introduction, my background and genesis of the idea of 
this research. Specifically, in this chapter, the works of Mincy (1994) and Cose (1997) 
influenced the incorporation of a brief outline review of my experiences of growing up in 
New York City and attending traditional public schools because their writing parallels my 
own experiences. In fact, the documentation of my own experiences in New York City’s 
public schools is a direct result of the impact of their message. Additionally, I present the 
rationale behind the concept an Afrocentric education in urban schools leading into its 
final analysis. Also included in this chapter are the following subtitles: 1) general 
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research questions that guide this dissertation to its completion; 2) the statement of the 
problem; 3) the significance of the study; 4) the limitation of the study; and, 5) the 
purpose of the study. Chapter II analyzes the underlying rationale and the literature 
review for developing an Afrocentric education for black students attending traditional 
public schools in marred urban communities. Furthermore, this chapter discusses the 
following: 1) the state of black America; 2) desegregation of public schools; 3) traditional 
educational systems in America; 4) black children’s cultural backgrounds; 5) Afrocentric 
education; 6) black children’s learning style; 7) critical pedagogy in the sociology of the 
black experience; and, 8) a summary is given to rationalize the purpose of discussing 
these subtitles by describing and evaluating an Afrocentric Education Program in a urban 
charter school for educating low-income and disadvantaged black children. 
Chapter III discusses the research design for this study. The techniques and 
procedures presented in this chapter utilize qualitative methods with respect to a case 
study for evaluating the strengths and weaknesses of an Afrocentric Education Program 
of a charter school in an urban community. In addition, this chapter discusses the 
following: 1) charter schools; 2) the genesis of the Benjamin Banneker Charter School; 
and, 3) the summary. 
Chapter IV analyzes the data collected for this study through the use of qualitative 
methods and is sub-divided into three parts. Part I, The Early Years, describes the events 
of the first year of the school from its conception in 1995 until the end of the 1996/97 
academic year. In addition, this chapter discusses the Afrocentric Educational Program, 
curriculum and pedagogy at Banneker. Moreover, I describe the overall performance of 
the school, as well as students’ academic achievement with respect to an Afrocentric 
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education motif that is based upon teacher criterion, reference tests and norm reference 
tests, as well. Part II, The Years of Transition, examines the transition from Ms. 
Graham’s leadership to the new administration team under the tenure of Mr. Birkett for 
the 1997/98 and 1998/99 academic years. In addition, I describe the transition of 
Banneker from an overt expression of Afrocentrism—cultural relevant paradigm to a 
rigorous academic curriculum driven by norm reference tests. Part IE, The Years of 
Reasons, explores the innovations of the school for the 1999/00 and 2000/01 academic 
years under the guidance of Mr. Birkett. In addition, I evaluate the overall performance 
of the school and students’ academic achievement. Part m is the result of specifically 
analyzing the collection of the data through review of the documents, participant 
observation and personal interviews. Also, in this section I describe the events I read 
about in the enormity of documents, events I observed, and events that were told to me by 
interviewees during my actual fieldwork at Banneker. 
Chapter V presents the finding and general conclusions of this study and their 
relationship to the research questions posed in this dissertation in summative form. It 
concludes with recommendations for future researchers that continue to study traditional 
public school in urban communities with respect to successfully educating poor black 
children. 
Due to the seriousness of this issue and my deep personal commitment regarding 
the process of successfully educating poor black students in an urban setting, my purpose 
is threefold. First, to create an awareness in order to make the reader mindful of the 
serious nature of this issue as paramount to my purpose. Secondly, to persuade the reader 
both intellectually and emotionally to commit to emending the constant failure of the 
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educational system as it attempts to educate black students. Thirdly, to raise the 
awareness of concerned educators to alternative educational models such as, 
multicultural, Affocentric, or cultural relevant education that might serve as a catalyst to 
motivate disadvantaged black students to reach their fullest potential in urban schools 
across America. 
Nevertheless, this paper may contain material that some readers might find 
offensive. It might be inferred that I am a racist, a Black Nationalist, or a separatist, yet, 
nothing could be further from the truth. Some may decide to read only this introduction, 
but presumably this would be a grave mistake on the reader’s part. This apathy would 
eventually be detrimental to our society at large, particularly to the future of indigent 
black children. Some individuals may read this entire document and remain silent on the 
social and political issues of successfully educating underprivileged black children, which 
is their prerogative. Martin Luther King Jr. asserted that when men of good conscience 
sees injustice and inequality prevailing against a group or an individual and choose to 
remain silent, they have given consent to the very acts of social injustice in American 
society. In other words, silence is perceived as consent. Consequently, their silence may 
cause hundreds of thousands of impoverished black children to continue to be 
pathological statistics in American society. 
In this light, I would like to share my personal and professional background with 
the reader to explain why I have embarked upon this monumental task of evaluating the 
advantages and disadvantages of an Afrocentric education in an urban school. 
The rationale for using my personal experience as a springboard to launch the 
larger picture of an Afrocentric education for educating poor black children in 
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impoverished traditional public schools in this country is a central component to this 
dissertation for the following reasons: First, I grew up black and poor in the slums of New 
York City, attending poor urban traditional public schools from pre-K-to-grade 12. From 
this I was not prepared to succeed in college and blamed myself for the problem. It was 
during my first semester in college that my adequate preparation became so evident, and 
it was clear that I would struggle to compete with my white counterparts. It was not until 
(at this time) I was a young adult and enrolled at Shaw University, a traditional black 
southern university in Raleigh, N.C., that cold reality was a travesty upon me that I was 
robbed from a quality education in New York City Public Schools. Secondly, I lived in a 
section of Brooklyn where the demographics consisted of poor blacks and Latinos but 
98% of my teachers and administrators were non-minorities of the dominant culture in 
American society from pre-K-to-grade 12. Furthermore, I did not know what special 
education was until I took my first education course at Halifax Community College in 
Weldon, N.C. In New York City public schools I could not recall what special education 
classes consisted of but I knew that I was in dumb classes throughout grammar school. I 
was in 3-8 in the third grade and ended up in 4-9 in the fourth grade.. .and so on and so 
forth until I graduated from elementary school. In retrospect, I was placed in special 
educational classes and I did not know it. I cannot remember if my mother even knew I 
was placed in special education classes, nor do I believe that any of my teachers 
explained it to her. Therefore, I reflected on my early years of experiences of living in 
slum neighborhoods and attending impoverished public schools because of de facto 
segregation in the North. In these communities I was deprived of an adequate education 
in schools where most teachers taught me how not to learn, treated me differently and 
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made me and my family feel unwelcome at school. This fact did not directly affect me 
when I was a boy growing up because I was unaware of it. In like manner, I did not 
realize I was as poor as I was until I grew up and had to support myself. Most of the 
families on my block and in my schools were on welfare (today it has a fancy name, The 
Department of Public Transition) and only a handful of families on the block had jobs, 
only five families of the latter group come to mind. I was naive to my surroundings and 
circumstances growing up. Thirdly, in New York City traditional public schools I could 
not recall learning any meaningful or positive things about my cultural background, my 
ethic’s group or individual distinct learning style. My first exposure to black studies 
occurred when I went to Shaw Divinity School in Raleigh N.C. in the late 1970s. It was 
at Shaw Divinity School where I first was exposed to a theology in the sociology of the 
black experience, and it revolutionized my life. In New York City’s public schools, had I 
the opportunity to be exposed to a Afrocentric education or lesson plans developed and 
implemented around my ethics’ group or my individual learning style, I believe I would 
have certainly been better prepared to what was reserved for me during my first 
rendezvous with the college experience and in every aspect of life in general in American 
society. 
Therefore, given what I know today from my experiences as a student at Shaw 
Divinity School and Shaw University as well as teaching in urban school districts in New 
York and Massachusetts, I posit that a cultural relevant education in poor urban schools 
may be a critical component for successfully propelling low-income and disadvantaged 
black children towards upward mobility into American society. 
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In the final analysis, I hope this brief bio of my experiences will serve as a catalyst 
to awaken the consciousness of educators, black or white to the dire need of developing 
and implementing educational programs or curricula that would serve to change a 
generation of poor black children, just as I was, from the pathological plight of an 
educational nightmare in a land where dreams do come true for the many of my 
privileged counterparts in American society. I hope my honesty and sincerity will 
encourage the reader to critique this paper from the perspective of my experience 
attending public schools in disadvantaged black neighborhoods in New York City during 
the 1950s, 1960s and 1970s. 
I was bom in Rockaway Beach, an impoverished section of Queens, New York. 
Blacks had migrated to this section of Queens in order to escape the perils of living in the 
South and its Jim Crow laws. As a child, I did not see my father often and moved 
frequently to different apartments during a given year. Later I discovered the reason why 
we moved as much as we did: my mother did not have the money to pay the rent on time. 
We had to leave before we were thrown out. Each time we moved from one apartment to 
another, the next apartment was in worse condition than the previous one. 
V 
In the fall of 1960, when I was eight years old, my family moved to a Jewish 
neighborhood in Brooklyn, New York. My mother enrolled me in elementary school at 
P.S. 190. Although the school was old, it had a reputation of producing high achievers. I 
was scared to death when my mother and I entered the building because we were the only 
black people in the main office. Later during the day, I saw a few other children that 
looked like me. When I became an adult, I understood the criteria that were used by 
American society to designate whether a school was good or bad was predicated upon 
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students’ skin color and socioeconomic statuses. P.S. 190 was considered a good school 
because there were few black students and the entire faculty and staff was either white or 
Jewish. 
Upon enrolling at P.S. 190, one of the secretaries escorted my mother and me into 
a room where a reading teacher asked my mother about my reading level. The teacher 
had me read a book about a boy named Ted, a girl named Sally, and a dog named Spot. I 
remember reading about something that went like this, “See Spot run, run Spot run.” I 
chopped up and muffled my words. The teacher then asked me to explain what I had 
read. To the dismay of both my mother and the teacher, I was totally unable to explain 
the story I had read. As a result, I was placed in the third grade, in class 3-8, the dumbest 
third grade class in the school. I felt like I was the most ignorant person in the class. 
Eventually, I was promoted to the fourth grade because I was quiet and because I 
was considered a good boy. In the fourth grade, I took part in a spelling contest between 
the girls and boys in my class. When the teacher asked me to spell the word “milk,” I 
knew the word had four letters and I knew the four letters, but I did not know in which 
order they were placed. I thought to myself, “did the T come before the ‘i’ or vise 
versa.” The boys in my class were cheering me on. I said “m,” then one of the boys in 
my group pointed his finger to his eye. I saw his gesture and said “i,” and went on to 
spell “milk” correctly. After the spelling bee was over, I raised my hand to inform the 
teacher that one of the boys in my group helped me spell the word milk. The boy’s group 
was disqualified and the girls were declared the winners. After school, on my way home, 
the young boy who gave me the hand-to-the-eye signal called me “stupid and retarded” 
and began hitting me. We fought, and he beat me up. In retrospect, I guess the only good 
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thing that came out of the incident was that my teacher believed that I was an honest 
student. Perhaps that was why I was promoted to the fifth grade. 
During the summer of 1962, when I was 10 years old, my family moved to a 
barren section of Brooklyn called Bedford Stuyvesant. This slum area was the home of 
many black and Hispanic families. Rats, roaches, and vacant buildings dominated the 
landscape. There were several non-minority residents on our block, but they were 
economically challenged elderly couples who were unable to join in the white flight to the 
suburbs. My mother enrolled me in P.S. 304, which had a large black and Hispanic 
student body. For the first time, I saw black and Hispanic teachers and staff members in a 
school that I attended. For this reason, P.S. 304 was considered a ghetto school. 
The ghetto provided many opportunities for underprivileged black children to 
hinder their dreams and ruin their lives. At any turn, you could find heroin, cocaine, 
liquor, or glue. Some of my peers were committing petty crimes, while others were 
committing violent crimes. Many kids in my neighborhood idealized the drug dealers and 
hustlers. Some imitated their dress when they could afford to. Others mimicked their 
speech when they wanted to sound cool. Having an older brother whom was a drug 
dealer or hustler brought with it a special status within our peer group. Being part of a 
local street gang was essential to survival from one day to the next. Unbeknownst to my 
mother, I was a member of a local gang in Bedford Stuyvesant called the Tiny Tims. 
My mother was a strong black woman who spoke softly but carried a big stick and 
an ironing cord. My mother did not know about the philosophy of Dr. Benjamin Spock, 
but she did know the Bible. She would often cite scriptures from the book of Proverbs, 
such as: 
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Train up a child in the way he should go, 
and when he is old, he will not depart from 
it. Foolishness is bound in the heart of a 
child; but the rod of correction shall drive 
it far from him. Withhold not correction 
from the child: for if thou beatest him with 
the rod, he shall not (Proverbs 22:6; 22:15 
& 23:13). 
My mother applied these scriptures literally. She told us many times that she 
brought us into this world, and if “push came to shove,” she would take us out of this 
world. My siblings and I believed every word that fell from her lips. 
Many of the single mothers and their children in our community were on welfare, 
as was my family. My mother raised five sons and five daughters. I was her second child 
and her first son. My mother acquired the dual role of father and mother by default. 
My mother forbade my siblings and me to hangout on the street at night. On hot 
summer nights, I would see groups of boys and girls hanging out on our block or across 
the street in the park—laughing, smoking, drinking and gambling. I saw both boys and 
girls my age and younger shoot up heroin, snort cocaine, smoke marijuana and sniff glue. 
My brothers and I desired to join them just to look cool, but if we were not on our porch 
or in the house before dark, the punishment was swift, sure and humiliating. 
Occasionally, when I was with my friends I managed to smoke cigarettes and marijuana 
and drink wine, beer and liquor. 
Many of my friends from the neighborhood later deteriorated from bad to worse. 
Some of them engaged in debilitating activities with causalities such as being maimed or 
hurt or ending up in hospitals, jails, or in the morgue. A friend of mine, Freddie, was 
killed over a nickel bet in a crap game at the age of 14. Neil, 17, was found dead in a 
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back ally from a drug overdose. Lucky, only 23 years old, died from liver failure. Rita 
killed Jonnieboy by stabbing him in the heart in a bar; he was 23 years old. We grew up 
in this environment. This was a typical life for black children living in the ghettos of 
New York during the 1960s and 1970. 
My siblings and I were glad our mother provided the leadership that prevented us 
from going overboard with these activities. I went out on the edge more than a few times, 
but never to a point of no return. Today, most of the young men and women who hung 
out on our block are dead, physically or mentally, debilitated, or incarcerated. My 
siblings and I were spared this fate by mother’s prayers, faith in God, and love for her 
children. Mother’s stiff jabs, swift kicks in the rear-end and her ironing cord convinced 
us that crime did not pay. 
In 1964,1 graduated from P.S. 304 and enrolled in Junior High School 57. In 
order for students to graduate from my elementary school, they needed to have a 
minimum reading and math score of 3.0. I struggled throughout elementary school, 
having been placed in remedial classes from the third grade on through junior high 
school. I had a 3.0 reading score and a 5.0 math score in the sixth grade. 
In junior high school I had the privilege to have a teacher who encouraged me to 
do my best. Nevertheless, my best was insufficient to compete academically against my 
white male counterparts. I performed well enough in junior high school to graduate. 
Eventually, I lacked fundamental English and math skills. 
In 1967,1 enrolled in Boys High School in Brooklyn, New York. Boy’s High 
School was my first experience in a single-sex educational setting. The majority of the 
young men enrolled in the school were black and Hispanic. There were perhaps three 
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white students, two of whom were Italian-American. I cannot remember the ethnicity of 
the other white male. I did not want to enroll in the school, but my mother insisted. 
(When we were young, my siblings and I knew that it was hazardous to our health if we 
ever questioned her directives). 
At Boys High the absence of female students was not a big deal. In some ways, I 
truly believe having the opportunity to attend an all-male school in the inner city was 
better for me in the long run. Although the school was located in one of the worst areas 
of the city, the Bedford Stuyvesant section of Brooklyn, the school gave some of us the 
chance to succeed. 
Most of the teachers were either white or Jewish. Black and Hispanic teachers 
were few and far between. What I did not realize then, but I know now, a majority of 
Jewish and white teachers had conjectured that black students were naturally 
underachievers in schools. When I reflect on my elementary and secondary school years, 
I recall some of my teachers’ derogatory remarks about black students being lazy. 
One teacher told our class that he did not care if we learned anything, since he 
would take his paycheck home no matter what we did. Several teachers were content to 
surrender the class to the kids, purposely allowing them to horse around, play cards and 
other games, or sleep the period away. I wonder to this day whether those incompetent 
teachers would have allowed their sons and daughters to attend the schools where they 
taught. 
Nevertheless, I consider myself blessed because I had a few good teachers who 
showed me that they cared. I also had a pastor who told me that I was important and 
encouraged me.. .1 could be anything I desired if I put God first. My pastor instilled 
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within my spirit that I could do all things through Christ Jesus whom strengthened me. 
He also convinced me that if I believed in myself, worked hard, and developed a positive 
attitude; I could overcome any obstacle. I was very fortunate to have learned from both 
my mother and pastor that education was important. The message was consistent and 
clear; yet, even with their guidance I made my share of mistakes. 
A month before I graduated from Boys High School, I was with a group of my 
friends talking about our plans for the future. We wondered who would go on to college, 
join the armed forces, or enter the labor market. I was the only person in the group who 
was married and had a pregnant wife. I knew that getting a job had to be my primary 
concern. 
Many of my friends and the adults in my neighborhood questioned my decision to 
marry the expectant mother of my child a week after my 18th birthday. An elderly man 
for whom I had worked since I was 10 years old told me that I was a “young fool” to 
marry “that girl.” Both my mother and pastor bitterly opposed my decision to marry at 
my age. My brothers and sisters thought that I had lost my mind, not for desiring to 
marry the young woman, but for disobeying our mother. The majority of my friends 
looked upon me as a “cool dude” for having had sex with the young woman. Even 
though the boys on my block considered her to be one of the “finest” girls in the 
neighborhood, they thought I was crazy to marry her. 
In our neighborhood, the opportunity to develop a relationship with a beautiful 
girl, with sex as the end result, was an important event to our concept of being a man. To 
consummate a relationship with a fine young lady was paramount and proof of manhood. 
If you were able to develop a sexual relationship with your female companion, your peers 
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perceived you as being cool and together. In retrospect, this concept of sexual conquest-I 
came, I saw, I conquered—leaves me with regrets. It bewilders me today, because most of 
the males and females that were engaging in premature sex were from impoverished 
families headed by single mothers, and mine was no different. Why were we so blind to 
see that in the final analysis our actions would perpetuate a vicious cycle of fathers 
abandoning their children and mothers raising them alone? 
Whatever the answer, I married the mother of my child because I had presumed it 
was my responsibility to raise the child I had fathered, even though I did not have the 
blessing of my mother, pastor or church. Although I was ill equipped both educationally 
and economically, I accepted the challenge to raise my child in a home with both a father 
and mother. 
In 1970,1 managed to graduate from Boys High School with a regent diploma. I 
enrolled at City College in New York and worked at United Parcel Service at night. The 
grueling tasks of trying to support my family, working and attending school full-time 
were more than I could handle. I found the course work at City College difficult because 
the inner city schools had not prepared me academically for the challenges that I 
encountered in college. In 1973, because of the inadequate academic preparation that I 
received from those inner city schools, I dropped out of college and moved to North 
Carolina. 
Two years later, I was accepted in a maintenance mechanic apprenticeship 
program at Champion International Paper Company in Roanoke Rapids, North Carolina. 
The paper company provided a trade school for apprentices. At trade school I finally 
developed the fundamental skills in science and math that I did not get in public school, 
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which enabled me to successful later in life. My mathematics instructor made learning 
math relevant and fun. In 1995 I was one of two blacks and eight white males accepted 
in the apprenticeship program. I have no doubt that it was affirmative action polices that 
played a major factor in our acceptance into the maintenance mechanic apprenticeship 
program. Both Gilbert Fleming (the other black male) and I had post-secondary 
educational experience: he at North Carolina State University and I at City College in 
New York. 
After seven years of work at Champion, I accepted the pastorate at the New 
Testament Church of Christ and enrolled at The Shaw Divinity School in Raleigh, North 
Carolina. After graduating from The Shaw Divinity School, I tutored and taught in the 
schools of my community. In addition to working with black children in schools, I was 
involved in a prison ministry at Halifax Correctional Center in Halifax, North Carolina. 
Once a month, several ministers and I visited men in the prison to conduct Bible 
studies. I remember the sound of the gate clanging behind us as we went from the outer 
yard into the prison area. The look of contempt on the faces of some of the white 
correctional officers observing our group-as though we were criminals, and prison would 
be our final dwelling place—was also appalling. 
On one of our visits to the prison, we asked for volunteers to help participate in 
the devotional service, which consisted of reading the scriptures and singing spiritual 
songs. We went into the prison to lift the spirits of the inmates; but to our amazement, 
the devotional leaders, which were some of the inmates actually lifted our spirits instead, 
especially when they sung the songs of Zion. They sung like angles. This gave us our 
first peek of the talent these inmates possessed. I was shocked to see hundreds of young 
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black men my age and younger incarcerated. Everything about them was familiar. Their 
walk and speech were like the young men who hung out on my block in Brooklyn, New 
York. It reminded me of the age-old adage: “there but for the grace of God, go I.” It was 
sickening to see so many of my brothers in that situation; it was hard for me to go back to 
the prison. 
After witnessing such a sorrowful event, I asked myself what I could do to prevent 
young black men from ending up in places like the Halifax Correctional Center. I 
decided to go back to college to obtain a degree in mathematics so that I could become a 
teacher and be a role model for young black children. Though math was one of my 
hardest subjects in school (I failed algebra 1 in junior high school), I was convinced that 
if I could learn it anyone could. Oddly enough, though it was still difficult, math was 
easier for me in high school. I would like to say that I was smarter, but I truly believe that 
it was the fact that there were no female students in my high school to distract me from 
my studies. 
In my ninth grade algebra class, I was preoccupied with a beautiful girl who I had 
a crush on since the seventh grade. She was also in my class in eighth grade. I often 
daydreamed about her throughout the class period. This young girl had the most beautiful 
pair of legs I had ever seen in my life—until I met my soul mate and married her. 
In 1987,1 graduated from Shaw University, a historical black college in Raleigh 
North Caroline with a bachelor of science degree in mathematics. I shared the message of 
love, faith, hope and a positive attitude that both my mother and pastor had instilled in me 
with the young black children in my community. I was convinced that the low 
expectations, low standards and negative attitudes of some educators towards black 
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students in America’s urban schools were detrimental to their future. I know from my 
own experiences that many black children fail to build upon their parents’ efforts towards 
upward mobility. They continue to be the victims of social injustice, inequality, 
institutional racism, a self-fulfilling prophecy of failure and under achievement in 
America’s traditional public schools and in the overall population of American society 
(Waller, 1998). 
In this country so many things have transpired since the time I graduated from 
Boys High School in 1970 and began teaching. Mincy (1994) asserts: “First came the 
spread of AIDS, crack epidemic of the mid-1980s, and the escalation of semi-automatic 
weapons have increased the risks facing young black males in high-risk neighborhoods” 
(p.4). With these above factors inserted into the equation, the black youths of today 
living in marred urban communities must have far more superior street skills in order to 
survive than I ever had while growing up. 
Many of my friends who survived heroin, alcohol and gang activities in the latter 
1960s and the decade of the 70s became victims of AIDS, crack or gun related violence 
of the 1980s and 1990s. Mincy (1994) maintains while many policymakers and adults 
have ignored the needs and interests of young blacks in disadvantaged urban communities 
across America, the criminal justice community has not. Mincy notes that “today, prison 
ministries see tens of thousands of men from my generation, but hundreds of thousands of 
black males from my sons’ generation” (p.4). Waller (1998) emphasizes that while 
blacks consist of approximately 13 percent of the general population, they constitute over 
50 percent of the prison realm. 
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As I grew older and wiser, I stopped relying on reluctant whites or other hesitant 
ethic groups to do more for black children what blacks would not do for themselves. I 
learned from my research that there are some black parents, educators, and community 
leaders who are willing to allow their actions to speak for them. I have spoken with 
parents who are frustrated by seeing their children fail in this present educational system. 
These parents are rallying for major changes in the educational system in order to save 
their children from total desolation that relegates them to the bottom social class of 
American Society. These parents are willing to do for themselves and their children, 
refusing to wait for the powers that be to intervene on their behalf. They are interested in 
successfully educating their children. 
In my quest of seeking assistance in conducting this research, I have met 
concerned educators who have implemented alternative educational programs into their 
community schools to meet the total needs of educating disadvantaged black children 
successfully. In this research I am attempting to awaken the consciousness of the 
members in the black community in order to incorporate collective resources to 
successfully educate every black child in America, especially those underrepresented and 
disadvantaged black children in marred urban communities. 
Mincy (1994) observes that even if current trends of single-mother households 
among blacks continues, society should not expect black women to bear the burden of 
raising their children alone. Even the heroines among them, like my mother, need 
support to meet the total needs of their children. The support for my mother came from 
our church and community agencies in our neighborhood. 
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Mincy furthermore argues that most adults and policymakers have put the needs 
and interests of disadvantaged black children on the back burner because they are among 
the least important segment of our population. Many adults and policymakers interest lie 
in their own political agenda. During the 2000 presidential primaries debates, most of the 
discussions were focused on social security and health care for the elderly or tax cuts for 
the upper and middle-class. When it came to the needs and interests of low-income and 
disadvantaged blacks, politicians established a separate forum to debate the issues 
regarding them. In order to save a generation of disadvantaged black children from a 
dismal future, educators, policymakers, and major stakeholders of the black community 
must put the children’s needs and interests on the front burner and turn up the heat to 
high. If they cannot stand the heat, they should get out of the kitchen. 
In conclusion, given the brief outline of my life and experiences of growing up in 
the ghettos of New York City, I am of the opinion that the details discussed in this section 
deem it necessary to investigate new educational reforms. These new educational 
paradigms must be conducive to successfully educating underprivileged black students 
attending impaired schools in poor neighborhoods. 
Attending impoverished public schools in New York City has lead me to believe, 
if I had the opportunity to be exposed to rigorous academic and cultural relevance 
curricula, perhaps I would have been better prepared for the academic challenges of my 
first encounter within the halls of higher learning. I wonder if there were educators in the 
black community when I was growing up who dared to interject thought provoking 
questions that challenged the educational community, in respect to the quality of 
education offered in urban schools for underprivileged black students. 
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In my experiences as a teacher of mathematics, I learned early on that good 
pivotal questions incorporated in my lesson plans prior to class discussion always 
challenged students to engage in high order thinking skills. Therefore, I desire to pose 
general research questions in my dissertation to provoke the reader and myself to engage 
in high order thinking, and allow me to systematically address these questions in my 
dissertation. The research questions provide for the general frameworks that will guide 
the composition of this paper in the succeeding chapters. 
General Research Questions 
1. What are the perspectives on the advantages or disadvantages of an Afrocentric 
education for teaching underprivileged black students in public or charter schools in 
impoverished urban communities? 
2. How are students performing at the Benjamin Banneker Charter School? What does 
BBCS students have to do to be viewed as being successful by students and educators in 
traditional educational programs? What does BBCS students have to do to be viewed as 
being successful by members of the community? Can the faculty and staff support the 
academic improvement of a BBCS student with respect to the outcome on standard tests 
such as the Massachusetts Comprehensive Assessment System, Stanford 9 Achievement 
Test, Iowa Achievement Test or any one of the well-know national norm reference tests? 
How does the faculty, parents and community measure a BBCS student improvement in 
his or her self-awareness and self-esteem in school, home or community? 
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3. What types of learning styles are manifested in classrooms or within the halls of the 
school? What type of learning style, if any, does the executive director or curriculum 
director emphasize teachers to facilitate in their classrooms? 
4. Since the Affocentric education paradigm is a radical departure from the concepts of 
integration and the civil rights movement, how do the major stakeholders of 
disadvantaged black children in marred urban schools perceive an Affocentric education? 
Statement of the Problem 
America’s educational system is facing a whirlwind of a crisis. It will have dire 
consequences for current and future generations of black children, particularly 
,'j* 
underprivileged black children living in urban communities. The academic achievement 
of black students in urban schools is very low. Such students, in fact, are caught in a 
vicious cycle. Waller (1998) points out that: 
The longer [black children] stay in school, 
the more they fall behind. By the sixth 
grade, blacks are often two full grades 
level behind whites in achievement—a 
pattern that holds true for the middle 
class nearly as much as in the lower class. 
The increasing disparity in achievement 
remains throughout high school (p.145). 
While the highly controversial and emotional debate over the implementation of 
an Affocentric education in schools in urban communities continues, indigent black 
children continue to “fall through the cracks” in devastating proportions. Impoverished 
black children are continuing to die either a physical or mental death before maturity. 
According to the Children’s Defense Fund (1998), every day in America: 
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Two black children and youths under twenty- 
five die from HIV, 6 black children and 
youths are murdered. Seven black children 
and youths are killed by firearms. One- 
hundred-twenty-one black babies are bom 
to mothers who received late or no prenatal 
care. Twenty-five babies die. Seven- 
hundred-twenty-seven black babies are bom 
into poverty. Five-thousand-seven-hundred- 
twenty-five black public school students 
are suspended. Six-hundred-and-six black 
public school students drop out. Nine- 
hundred-sixty-one black high school 
graduates do not go on to college. One- 
thousand-and-nine black public school 
students are corporally punished (p.1-2). 
The academic achievement of many black children in America’s public schools is 
distressing and in immediate need of a major overhaul, because the current system we 
have now is not working for the majority of disadvantaged black children in these marred 
urban communities. Smitherman (1981) posits: 
Black children: they are the future and 
hope of Black America. Our struggle to 
develop their potential must begin with 
rescuing them from the victimization of 
the American mis-educational system (p. 11). 
Traditional public education in America may even be worse now than it was 
before the decision in Brown. This may be more true for many low-income and 
disadvantaged black children in urban communities, where the benefits of desegregation 
are only an illusion— a dream deferred. Many of these children will never experience the 
American dream in this country, if the educational system in place continues to be the 
“status quo” for every student. The majority of black children dream of a better 
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tomorrow for themselves, only to awaken to a living nightmare. In the realm of educating 
black children, one size does not fit all. 
The black community is interested in discovering and implementing new 
programs designed to successfully educate all black children. An Affocentric education 
is only one alternative solution proposed by educators, policymakers and major 
stakeholders of the black community to increase the academic achievement among black 
children. 
Purpose of the Study 
The purpose of this study is to evaluate the strengths and weaknesses of an 
Afrocentric education in an urban school to promote the academic achievement of 
disadvantaged black students. This study will also delve into the genesis of an 
Afrocentric educational design at the Benjamin Banneker Charter School (BBCS), and 
how the program is implemented. 
I am of the opinion that there are certain segments of black students who need 
schools that will meet their total needs, if they are to be successful in the mainstream of 
American society. An Afrocentric education is only one solution to rectify the dilemma 
of public education in a marred urban community. Furthermore, it is the purpose of this 
study to explore the cultural and pedagogical concepts that accommodate the learning 
styles of black children. 
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Signifilllpe of the Study 
Implementing an Afrocentric education in a urban school may enable students to 
be taught by a majority of teachers who are knowledgeable and sensitive to black 
children’s culture, background and learning styles. This study is important to 
understanding ways to promote the academic achievement of black children who are 
marginalized from the mainstream of American society. This study will also explore an 
Afrocentric school’s culture and climate in an impoverished urban community with 
respect to the overall improvement of black students. It will allow educators to assess the 
strengths and weaknesses of an Afrocentric education in an urban charter school with 
regards to students’ scores on standardized tests, particularly, the Massachusetts 
Comprehensive Assessment System (MCAS). 
Limitation of the Study 
This study is limited by two factors. First, the study focuses on evaluating only 
one urban charter school, with an Afrocentric educational program, located in a 
disadvantaged community and has a student population of 98 percent black. This school 
is the only known school in the Commonwealth of Massachusetts with an Afrocentric 
educational program designed to educate black children. In this setting, blacks are 
viewed as the center or as a subject; interacting in human history and not just sitting on 
the periphery or as an object observing human history as it unfolds. 
Second, in this study of an Afrocentric education in an urban charter school in a 
disadvantaged neighborhood, it is evident that I have certain biases concerning a specific 
model of education for black children. Some educators may question my commitment to 
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Afrocentric education instead of a lesser mode of multicultural education for all children 
in a public or charter school. I advocate an Afrocentric education for black children 
going to school in urban communities. 
Asante (1991) asserts that multicultural education holds the belief that even 
though Eurocentrism is the dominant culture in American society, other ethnic groups 
have also contributed to the building of the world civilization. Black culture and other 
minority groups are still viewed as marginalized groups in many so-called multicultural 
educational programs in public and charter schools. Asante (1991) also contends that 
Afrocentric education is the missing piece of the puzzle that completes multiculturalism. 
It is apparent that this missing piece be incorporated in disadvantaged urban community 
schools. Again, Afrocentric education makes this study limited in scope as it caters to the 
culture, background and learning styles of disadvantaged black children in impaired urban 
communities. 
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CHAPTER H 
REVIEW OF THE LITERATURE 
The State of Black America 
According to Kellmayer (1998): “National statistics indicate that approximately 
25 percent of entering freshmen and 50-70 percent of those entering high schools in urban 
areas will drop out before graduation” (p.29). Kellmayer further asserts that black 
students attending public schools in urban communities are twice as likely to drop out of 
school than white students attending public schools in affluent areas. Kellmayer contends 
that if major educational reforms are not made to correct the mis-education of black 
students, particularly black children in urban communities, this country will be faced with 
a rude awakening as we embark upon the new millennium. An Afrocentric education is 
only one of a few educational solutions to this dismal problem that has plagued black 
students more than half of a century. 
Orfield (1996), a sociologist at the Harvard Graduate of Education, points out the 
United States is undergoing serious demographic changes. He infers that in the year 
2050, half of the school population will consist of students of color. He also contends 
that children are now the poorest segment of the population. Furthermore, he claims that 
the number of children living in poverty in the United States has increased over the past 
20 years. In addition, he asserts that many of the gains blacks made in the early days of 
the civil rights movement have deteriorated. He suggests that most of these setbacks 
originated in the educational, economic, and social realms. 
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Orfield (1996) maintains that such demographic changes were accompanied by 
businesses moving out of disadvantaged urban communities and into the suburbs at an 
alarming rate. In addition, to add insult to injury, white families moved to these areas to 
find employment. Orfield argues that this abandonment crippled the work forces, causing 
local revenue to deteriorate in underrepresented communities. Orfield implies that 
underrepresented and low-income blacks living in urban communities and ghetto 
neighborhoods were hit the hardest by this movement, as many of them were ill equipped 
to function effectively in mainstream of American society. 
Waller (1998) posits that the benefits of school desegregation eluded many 
undeserved and low-income black children living in impoverished communities in 
America. Waller (1998) points out a harsh reality for many black children who are 
relegated to life at the bottom of the socioeconomic scale. By all economic and social 
measures, according to Waller (1998), blacks are significantly worse off than their white 
counterparts. Furthermore, he points out that more than 50 percent of blacks believe that 
their living conditions are not as good as they were 10 years ago. 
Jill Nelson (1997), wrote an article in the April 18, 1997 issue of USA Today that 
explained why black men and women are the least happy segment of America’s 
population. She stresses the fact that black women are at the “bottom of the barrel” when 
it comes to being happy in America. Nelson (1997), states: 
Children: a blessing, right? Except that 
when you’re a black mother your kids are 
most likely to be raised in poverty, to be 
unsuccessful in school, to be victims of 
violence. What about work, then? Not much 
hope there. Black women make less than any- 
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one else, often for routine, unrewarding work 
without benefits... What about home life? 
Black women are the least likely to marry, 
the most likely to divorce and become 
impoverished, and have the least chance of 
remarriage... Is it any wonder we’re unhappy 
(USA Today, April, 18, 1997, p.l5A). 
Waller (1998) contends that more than one-fourth of all 
black families live in poverty. Poverty rates are even higher in families that are headed 
by women. White families headed by a female had a poverty rate of 29.9 percent. The 
poverty rate of black families headed by single mothers is alarming: statistics show it at 
about 49.9 percent. 
According to The State of Black America (1999), published by The National 
Urban League, blacks remain about twice as likely as whites to be unemployed. Blacks 
also tend to gravitate to low-paying, semi-skilled jobs that are most likely to be 
terminated when there are early indication of financial strains in the economy. In other 
words, blacks are the last hired and the first fired. The employment gap is even wider and 
more devastating between whites and blacks, when one takes into consideration the large 
number of blacks who have given up the hope of finding a job. This includes 
underemployed blacks, those who are working several part-time jobs, and those who are 
making only the minimum wage. The report asserts that at least one-fifth of all black 
workers is unemployed or underemployed. 
In addition, Waller (1998) emphasizes the quality of life, with respect to health 
care, is worse for blacks. The life expectancies of black men and women are shorter than 
those of white men and women. The average white person lives 7 years longer than the 
average black person does. The chance of black men dying of AIDS is three times 
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greater than white men. Blacks also outnumber whites as murder victims by a factor of 
seven. In fact, murder is the leading cause of death among young black males. Half of all 
prison inmates are black, which is four times greater than their representation in the 
overall population. Black males are also more likely to be victims of crime than their 
proportion in the general population would indicate (Waller, 1998). 
Whenever I see the symbols of justice, I question through whose eyes does justice 
look? Every since I have been cognizant of the dual system of justice in the United 
States, I have sometimes envisioned justice peeking through her blindfold and staring at a 
victim standing before her. I have come to the conclusion that the scales of justice, upon 
which an individual’s life depends, are predominately white. Only after the judgment is 
passed upon the victim and he or she is imprisoned, does one find faces that look like his 
a 
or her own. 
Educating disadvantaged black children in our country must become a top priority 
for stakeholders and policymakers. Many of them claim that children are our nation’s 
greatest natural resource, and that America should invest in them. But the majority of 
these stakeholders only pay lip service to the welfare of children, especially to 
disadvantaged black children living in marred urban communities. Educating 
underrepresented black children is a matter that concerned parents cannot take lightly. 
Their future economic prosperity and upward mobility into the mainstream of American 
society will depend largely upon the quality of their educational and vocational training. I 
often apprise every student that comes into my office, particularity black students, that 
other than their relationship with their “Infinite Being” and family, education is the most 
important factor in their future success and upward mobility in American society. To 
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make this dream a reality, the success of black males and females in America’s schools is 
critically important and absolutely necessary. 
Hopkins (1997) posits that America’s public schools are undergoing a crisis of 
epidemic proportions in regards to the educational performance, economic productivity, 
and employability of disadvantaged and underrepresented black children. 
Hopkins also asserts that black students are placed in general or lower academic 
tracks disproportionately to their white counterparts in public schools. In this setting, 
teachers’ expectations of these students are very low. Many black students often come 
away from these classes feeling like failures and developing negative opinions about 
education. Their peers in higher academic tracks often perceive black students in special 
education classes as retarded. Hopkins (1997) writes: 
[Black] children are tracked into slow 
learner groups at disproportionate rates, 
and they are three times as likely as their 
[white] counterparts to be placed into 
classes for the educable mentally retarded, 
the behaviorally disturbed, and the emotion¬ 
ally impaired. Conversely, black youths are 
half as likely to be placed in classes for 
gifted and talented students. Furthermore, 
they are often encouraged by school staff to 
employ courses of study that are less academi¬ 
cally rigorous and less challenging and which 
tend to leave them trapped in general or 
vocational tracks much more often than 
white students (p.2-3). 
According to Oakes (1985), tracking tends to slow down the academic progress of 
many students who are in average and low groups. She also believes that tracking fosters 
lower aspirations and misbehavior in classrooms. It categorizes students along a lower 
socioeconomic plane and reinforces low self-esteem. Oakes (1985) maintains: 
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Tracking does not equalize educational 
opportunity for diverse groups of students. 
It does not increase the efficiency of 
schools by maximizing learning opportuni¬ 
ties for everyone, nor does it divide stu¬ 
dents into neatly homogeneous groups. 
Tracking does not meet individual needs. 
Moreover, tracking does not increase stu¬ 
dents achievement (p.40). 
Students in lower tracks, according to Oakes (1985), are provided with a different 
level of knowledge from those in higher tracks, which allows them less time for learning. 
Track categories in schools reflect social and economic groups in society. The 
knowledge that students receive in honors and advance placement tracks gives them 
greater access to social and economic power later in life. 
Hayes (1990) asserts that these tracking policies have racist overtones as they 
direct a disproportionate number of black students to the lower tracks. Furthermore, he 
adds: “the black community characterized the tracking system as programmed retardation, 
charging that the tracking policy strategy was worse than segregation in the Old South” 
(43). 
It is unfortunate that educators in the public school systems have known about the 
detrimental outcome of tracking on black students for so long. But day in and day out, in 
any school, in any town in America, principals and guidance counselors are placing black 
children in these lower level classes, especially black males. 
An article written by Kunen (1996), in an issue of Time Magazine graphically 
portrays several of the major problems that black students attending inner cities 
experience daily. The article focuses on the desegregation and integration policies in 
urban communities. After four decades of fighting for integration in the educational 
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system, Kunen contends that “the separation of black children in America’s schools is on 
the rise and, in fact, fast approaching the levels of the 1970s, before the first bus rolled at 
the order of the court” (p.39). 
Kunen further states: “Nationally, fully a third of black public school students 
attend schools where the enrollment is 90 percent to 100 percent minority—that is, black, 
Hispanic, Asian, and Native American. In the Northeast, the country’s most segregated 
region, half of all black students attend such schools” (p. 39-40). Furthermore, Kunen 
(1996) asserts that “the combination of legal revisionism and residential segregation is 
ending America’s attempt to integrate public schools" (p.40). 
Waller (1998) maintains that by all social indicators, black males and females face 
a dismal experience in America’s traditional public schools. In addition, he contends that 
black parents realize that the educational systems in their communities are as “toxic to 
their children as arsenic in a glass of fine wine: it’s still potent” (p.xiv). Yet, he asserts 
that black parents have little or no choice other than to enroll their children into schools 
that have been designed to fail them. Hopkins (1997) also points out that because of their 
academic failure, many underrepresented black students in impaired urban communities 
are faced with high rates of drug use, homicide, teenage pregnancy, crime, poverty, and 
unemployment. Sprinthall and Sprinthall (1987) state: “For such children, ‘formal’ 
education in school may be worse than no education at all” (p.345). Waller (1998) claims 
that American institutional racism is a major factor in contributing to the failure of black 
children in public schools and society in general. He observes: 
[T]hat racism, though in a new guise, is 
alive and well in America. While the face 
of hatred is changing, the inheritance 
32 
remains the same—forbidden opportunities, 
unfulfilled dreams, inner guilt, tension 
and fear, societal strife, and diminished 
productivity (p.9). 
All of the above situations clearly indicate that disadvantaged black students’ 
academic and economic demise begins early oh in traditional public schools-particularly 
in impoverished urban communities. These conditions eventually lead to black children 
becoming uninterested in education. Many drop out before they reach high school. The 
haunting vision of inadequate academic achievement among impecunious blacks or 
students of color in urban communities or ghettos neighborhoods would suggest to public 
schools officials that contemporary thinking on these students’ education performance 
needs to be reevaluated. Rather than focusing on the family, parental social status, 
economic and social disadvantage, IQ, low self-esteem, educators and policymakers may 
have to address the far more controversial matters of fundamental social inequality, 
discrimination, injustice, and institutionalized racism in America’s public schools and in 
its general population. 
Many black children go to bed at night and dream that tomorrow will be better for 
them than yesterday. Yet when they wake up the next morning, their dream has become a 
nightmare of sorrow and misery. For many blacks living in America, the words wait and 
tomorrow have often been synonymous with the word never. Martin Luther King states it 
much more eloquently in his 1963 Letter From a Birmingham Jail (1963) when he writes: 
For years now I have heard the word ‘Wait!’ 
It rings in the ear of every Negro with a 
piercing familiarity. This ‘Wait’ has almost 
always meant ‘Never.’ It has been a tran- 
quilizing thalidomide, relieving the emotion¬ 
al stress for a moment, only to give birth to 
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an ill-formed infant of frustration. We must 
come to see with the distinguished jurist of 
yesterday that ‘justice too long delayed is 
justice denied’ (p.9). 
Many stakeholders in black disadvantaged urban communities believe that the 
longer they wait for the situation to improve for their children, the worse things gets for 
many of them. Therefore, many of these stakeholders believe that they must act not now 
in order to save a generation of disadvantaged black children from being victimized by 
hostile forces in traditional schools in their communities. Tomorrow may very well be 
too late. 
Narine (1992) contends that since the latter part of the 1980s, educators and 
policymakers have struggled to find the answers to the problems plaguing disadvantaged 
black children attending public schools in improvised urban communities. Some of the 
solutions have ranged from dropout prevention programs to after school tutorial programs 
in impaired urban communities. Some schools in disadvantaged urban communities have 
even made the bold move from traditional public schools to radical reforms, for example, 
Afrocentric or Multicultural education to single-race, single-sex schools or classes in an 
attempt to increase the educational performance of black students. 
According to Alice O’Connor (1999), in a study on race relations sponsored by 
the Russell Sage Foundation and Harvard University, published October 17, 1999, 50 
researchers claimed that race continues to play a major factor in determining who will 
succeed in American society. The report implies that the color of your skin determines 
the schools you attend, the job and salary you receive and the neighborhood you live in. 
The 50 researchers agreed that inequality, discrimination, and institutional racism are 
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alive and well in America. The report confirms that “racial stereotypes and attitudes 
heavily influence the labor market, with blacks landing at the very bottom” (p.2). This 
report is no surprise to the majority of black families living in America. 
Waller (1998) posits: “In both past and present, [black] people have been treated 
differently—as—inferiors—simply because of the color of their skin. In other words, 
[blacks] have all been, and continue to be, victims [today of a new more subtle form] of 
racism” (p.25). He also points out that “social scientists have been relatively late coming 
to this discovery. Blacks have recognized the new subtle form of racism for years” 
(p.l 16). 
The report in The State of Black America 1999. released by the National Urban 
League November 14, 1999, points out that the conditions of blacks living in America is 
worse than it was 50 years ago. The report states that the job market is good for blacks 
because of the low unemployment rate. But when comparing the employment rate of the 
1950’s to the 1990’s, you will find that in the 1950’s, more blacks were working in 
substantial industries, such as manufacturing, earning premium wages; today, they are 
working in service jobs that do not pay as well. The majority of blacks working in this 
so-called great economy say that blacks may be employed, but most of them have to work 
three or four part-time jobs to make ends meet. The sad part of it all is that these workers 
may not even have sufficient health insurance to cover themselves and their children. 
According to The State of Black America in 1999 (1999), the income gap still 
persists between white and black families. Although black children have made progress 
in the educational system, they still lag light years behind their white counterparts in 
America’s public schools. 
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In The State of Black America 1999 (1999) Hugh B. Price, president of the 
National Urban League, claims that one of the under current factors that relegates blacks 
to the bottom of the barrel in America society is institutional racism. He further contends 
that institutional racism is a part of the very fiber that joins America together. Price 
contends that racism is a major factor by which everything we do in this country is 
ingrained in the subconscious and conscious mind of every sound individual. “Racism”, 
explains Price, is “embedded in the way we staff the schools. Suburban schools aren’t 
filled with unqualified teachers; you find more in the heart of the inner-city schools. 
Look at the physical conditions of the schools. Where are the computers?” (p. 198-199). 
The review of the literature delineates a starling overview of the current 
conditions of blacks in America. Based upon the research, the outlook for a brighter 
future for many underprivileged black students seeking to partake in the American dream 
remains only a dream. 
The experts on race relations in the United States point out that during the Civil 
Rights Movement of the 1950s and 1960s blacks took 2 steps forward. But 3 steps back 
in the 1990s. Many blacks had high hopes for the desegregation plans of the 1960s. 
Marshall had postulate upon his triumphant victory in Brown that within the next 5-to-7- 
years, blacks would enjoy all of the fruits of their labor in an integrated society. He 
adhered to the Supreme Court in high esteem. Hence, he was optimistic about the power 
and enforcement of the judiciary system in America. 
With this in mind, Marshall and many of the stakeholders in the black community 
assumed that there was light at the end of the tunnel. And our time had arrived. Yet, to 
the disappointment of blacks, the light, was the light of a freight train. Thus, the question 
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continues to echo in black neighborhoods, concerning the academic and pedagogical 
improvement of teaching and learning for students attending public schools in this 
country. 
The next segment of this dissertation will explore the affects of desegregation 
upon black students and the black community. Some educators assert that those 
desegregation plans of the 70s and 80s was beneficial to black students, empowering 
many of them to enter into elite fields of medicine and law. On the other hand, some 
educators posit that the price was too high to pay for a few privilege blacks to excel into 
the upper echelon of American society. 
The question of whether court ordered desegregation has had a positive impact on 
black students would seem to be a rhetorical question in light of research on black 
students’ academic achievement. But the question remains a thorn in the flesh of the 
educational community, especially in impoverished black urban communities. 
As noted above, The State of Black America in 1999. report (1999) implies that 
racism is interwoven into the fabric of American Society. Furthermore, the report 
suggests that the current societal and institutional racism plague many underprivileged 
black students in urban schools, which is devastating to the black community and to 
society at large as we embark upon the 21st century. 
Desegregation of Public Schools 
Philip (1994) contends that the educational community differs in its views of the 
impact and outcome of Brown, He cites the work of William Julius Wilson, a professor 
of sociology at the University of Chicago, who maintains that Brown allowed a small 
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segment of the black middle-class to move towards upward mobility in American society. 
On the other hand, Philip (1994) brings attention to the work of Jawanza Kunjufu, who 
maintains that Brown helped an elite segment of the black middle-class achieve upward 
mobility and did not affect the vast majority of disadvantaged blacks. He further asserts 
that the price for a few privileged black middle-class students to succeed was too high a 
price for the majority of underprivileged blacks to pay. 
Traub (2000) asserts that black researchers sought out to delineate the findings of 
desegregation in order to evaluate its benefits for blacks attending predominately white 
school in the 1960s and 1970s. One researcher he mentioned in his article is James 
Coleman. Traub (2000) maintains that Coleman documented the inequalities and 
differences in school facilities and curriculum between white and black schools. Traub 
(2000) contends that Coleman concluded that he had found that black students 
experiences ‘a greater sense of control’, in which Coleman inferred that blacks in this 
setting shows improvement in their academic achievement than those in segregated 
schools. Furthermore, Traub (2000) asserts that Coleman’s overall findings were that 
there was a significant improvement in integrated setting for black students. Traub 
(2000) implies that other researchers in subsequent studies found that the ‘integration 
effect’ for black students was only a modest one (p.45). To validate his claims he cites 
the work of Christopher Jencks in 1972 and a study of the best-designed studies of 
integration’s effects in 1975. Jencks study in 1972 concluded that an ‘integration effect’ 
could only close the gap between the academic achievement of blacks in integrated and 
segregated schools by only 10 to 20 percent. This percentage gain was viewed as 
insignificant to be seen as success for the ‘integration effect’ theory. The study conducted 
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in 1975 found that more than half of the studies disclosed “no significant difference” 
between segregated and nonsegregated black students. In addition, Traub (2000) asserts 
that desegregation failed as a solution in part, because many parents, particularly blacks 
do not believe that the sacrifices are worth the gain for their children. 
Butler (1996) adds to the debate by contending that to a certain degree integration 
robbed the black children of their self-respect and self-esteem because it was conducive 
to tracking poor black males into special education classes, lower level classes and 
increased their probability of dropping out of the educational system. He also explains 
that the elder generation in black communities, who lived through the cruelties of the Old 
South, expressed that when black children attended black schools there were no 
significant behavioral problems in the classroom. They also say that there was no stigma 
associated with students in these schools. You never heard of words such as tracking, 
special education, ability grouping, under achiever, etc., in black schools. These are all 
new terms associated with the post-Brown era. Teachers and ministers were looked upon 
as lords over God’s inheritance in the black community. Black parents desired to see 
their children attending schools and students had to go school because they wanted to 
learn to read, write, and solve mathematical problems. Hacker (1992) insists that its 
worth noting that black parents have always valued education for their children. The 
sweat, blood, and tears of the black family and community supported the majority of 
black students who attended college before the Brown Court (Butler 1996). According to 
Hacker (1992), 90 percent of the money to support black students attending college was 
from black parents and their community. 
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The black community has seen what an integrated educational system has done to 
their children, particularly to children living in marred urban neighborhoods over the past 
50 years. This current system has and still is failing underprivileged black children. I am 
of the opinion that America’s educational system was designed to fail black children from 
the beginning, because it was established to educate white children, particularly white 
landowners’ sons. 
Waller (1998) posits that in respect to the majority of black public school 
students, court ordered desegregation policies has had negative sociological and 
psychological affects on them and their community. 
Butler (1996) postulates that it was disadvantaged black children from 
undeserved communities who suffered the most from court ordered desegregation 
because they were placed in segregated classes in integrated schools and fell behind 
further academically than before the Brown decision. For example, if little Sweetpea is a 
disadvantaged and low-income black male with a history of behavioral problems, most 
often he will be placed in special educational programs for students with behavioral 
disorders or placed in low academic tracks. He is then trapped in an environment where 
the majority of his teachers are white females who do not understand him. Consequently, 
he is mis-understood, mis-communicated, mistreated and in the final analysis, mis- 
educated in these setting. Hacker (1992) asserts that black children who are segregated 
in integrated schools will probably grow up in a hostile environment damaged 
psychologically and sociologically because of being mis-labeled, mis-understood, 
mistreated and thus, mis-educated by educators of integration. Thereupon, in the final 
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analysis the majority of disadvantaged and poor black students in urban communities and 
ghetto neighborhoods are mis-educated in traditional public schools. 
Hacker (1992) disputes critics of Affocentric education who allege that these 
programs may increase feelings of inferiority and isolation among black students and that 
such a curriculum may make it difficult for these students to cope in a society dominated 
by whites. To the contrary, Hacker (1992) contends that black students who attend all- 
white schools may feel alienated by white students and this might make it difficult for 
them to cope in a racist society later in life. I agree with him. According to Fleming 
(1985), it was and still is the historical black colleges and universities that produce the 
majority of black degree holders in America. 
I would like to reiterate that the trends and data presented in this dissertation 
delineate the serious problems in America’s educational system that arose in undeserved 
black communities after the Supreme Court ordered the desegregation of public schools. 
Waller (1998) asserts that “the new subtle forms of de facto segregation have replaced the 
old overt forms of de jure segregation” (p.l 16). Waller (1998), Steinhom & Diggs- 
Brown (1999), and Cose (1997) all emphasize that the new forms of racism in American 
society are even more detrimental to disadvantaged blacks in marred urban schools than 
prior to the Brown decision of 1954. These authors suggest that this dilemma has led to 
grievous conditions of social pathology in the black community and they warn of an even 
more devastating state for blacks in America in the future. Furthermore, Barrett (1988) 
maintains that this subtle form of resegregation has dampened black children’s prospects 
for full-scale participation in American society, deprived impoverished black children of 
41 
the opportunity to develop an adequate cultural foundation, and has helped to negate 
black heritage. 
Given this evidence in the review of the literature, what are the policymakers and 
major stakeholders of undeserved urban neighborhoods going to do to solve the recurring 
problems in impoverished schools: institutional racism, discrimination and stereotypes 
that have impeded underprivileged black children from entering the mainstream of 
American society? 
Part HI of this chapter discusses the concept of traditional education in a historical 
context. First, I will focus on the cultural backgrounds and learning styles of the non¬ 
minorities in traditional public educational systems. Second, I will examine the 
advantages and disadvantages of an Afrocentric education in a public or charter school in 
an undeserved urban community. Third, I will focus on expectations and standards for 
black students; black children’s cultural backgrounds; black children’s learning style; and 
a critical pedagogy in the sociology of a black experience. 
In the establishment of the Republic of the United States, concerning the 
education of the citizens of this nation, teaching and learning catered to the elicit of 
society. The privileged few consisted of wealthy white males who owned real estate in 
this country. A large segment of the population was marginalized from the educational 
process, which included white males who were economically challenged, white females 
and blacks. The following portion of this dissertation delves into the education of 
America in a historical context. 
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Traditional Educational Systems in America 
According to Johnson, Collins, Durpuis & Johansen, (1969), the educational 
awakening in American history took place between 1820 and 1860 and was lead by 
Horace Mann, Secretary of the State Board of Education of Massachusetts. Scholars 
credit him for being the “father of public education” in America. Mann helped to 
establish common elementary schools in Massachusetts. Under his leadership in 1852, 
Massachusetts passed a compulsory elementary school attendance law, the first of its kind 
in the United States. This law required all [white] children to attend school. 
During this golden age of so-called educational awakening, blacks were 
experiencing the horrors of slavery. Consequently, blacks were not a part of America’s 
education awakening. In fact, Steele (1993) maintains that during this period of 
American history, blacks were not classified as full members of the human race. 
Hale (1986) contends that in the history of public education in America, there has 
not been a great rush to educate black children, even after the Brown decision of 1954. 
As we enter the new millennium in the year of our Lord 2000, black children are still 
being mis-educated, mis-communicated and misunderstood in public schools in urban 
schools in America. 
Hopkins (1997) asserts that America’s educational system in a historical context 
has not been kind to certain portions of its populace, notably to impoverished non¬ 
minority males, white females and people of color in general, particularly poor blacks in 
urban and ghetto areas of this nation. 
The review of the literature reveals the positive potential that black students might 
have if school officials educated them within their culture and backgrounds. The next 
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segment of this paper will attempt to examine the affects of an academic program with 
respect to the culture and backgrounds of black students, particularly impoverished black 
students in urban neighborhoods. 
Black Children’s Cultural Backgrounds 
According to Hale (1986), Ladson-Billings (1994) and Delpit (1995), black 
children’s culture and backgrounds must be taken into account if their total needs are to 
be met. Delpit (1995) maintains that like personality, individual values are formed and 
affected by their culture and social background. She also emphasizes that American 
schools are founded on the values, beliefs, and customs of those who are in power and in 
control of the educational system. Since most school board members, administrators, and 
teachers are white and middle-class, it is only natural that the public schools are molded 
by white middle-class values. 
Hale (1986) explains that when she was a child her father often told the family to 
remember the golden rules. When I first read this in her book, the first thought that came 
to my mind was what I learned in Sunday school: “Do unto others what you would have 
them do unto you.” I was in for a rude awaking because the interpretation of the golden 
rules in the Hale’s household was, “he who has the gold, makes the rules” (p.xiii). An 
old adage that I am aware of is to the victor, go the spoils. Therefore, since whites have 
the gold, they make the rules. This is evident in American society. Whites have been 
ruling American public schools for hundreds of years. According to Banks (1993), 
European or Anglo-Saxon culture has dominated America’s educational system for 
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hundreds of years and is portrayed as superior to any other culture. In other words, every 
other culture is inferior to the culture and traditions of the white middle-class. 
Many educators and policymakers only pay lip service to diversity. They speak 
with their mouths, but their hearts are far from it. We in the black community cannot 
hear what some of these educators and policymakers are saying because we are looking at 
what they are doing. As the old saying goes: People may doubt what you say, but they 
will always believe what you do. They are doing nothing or little to successfully educate 
underprivileged black children in unproductive urban neighborhoods. 
Waller (1998) claims that we can see this new subtle beast of racism rear its ugly 
head up in the hidden subconscious of white people’s beliefs, attitudes and values. In 
schools across America, impecunious black children are treated differently. Waller 
(1998) posits that these children are marginalized from the opportunities guaranteed to 
them by the Fourteen Amendment of the U.S. Constitution and the Brown decision. Yet, 
day in and day out, underrepresented and disadvantaged black children are treated 
differently by white teachers in the classrooms and in the general population at large. 
Sprinthall and Sprinthall (1987) assert that black students are perceived as less 
competent, intellectually inferior and as low academic achievers by many of their non¬ 
minority teachers. Furthermore, Sprinthall and Sprinthall (1987) write: “The[traditional 
public] school experience [for black children] itself does not produce growth” (p.346). 
Sprinthall and Sprinthall (1987) postulate that the inadequate academic 
achievement of black students in general is the result of teachers’ cultural beliefs, 
attitudes, and values. Steele (1992) asserts that those factors can be transformed into 
stereotype threat-the burden that black students bear every day of living “down” to the 
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negative racial stigma, can inhibit black students’ achievement in spite of their economic 
status. 
Steele (1992) conducted a study of indigent black children living in drug-infested 
neighborhoods and in single-mother households. He also analyzed black students from 
middle-class backgrounds who had compatible resources, two parents in the home, strong 
educational values, and were equipped in terms of knowledge and skill to white middle- 
class families. The results showed that even those black middle-class students were 
academically impaired in comparison to their white counterparts in public schools. The 
same was true with the results of the Massachusetts Comprehensive Assessment System 
(MCAS) test, which students in the fourth, eighth and tenth grades took in 1998. Black 
students failed the 1998 MCAS in startling numbers. According to the Worcester 
Telegram & Gazette (1999), 80 percent of black students failed the test in 1998, and the 
results of the 1999 MCAS were worse: 83 percent of black students failed the test. 
According to Leigh Hombeck of the Cambridge Chronicle (November 16, 2000, 
www.townline.com.cambridge/new), the results of the 2000 MCAS was not impressive 
to educators nor policymakers in the State. She asserts: 
Test results show that 45 percent of 
sophomores failed math, up from 53 
percent last year. At least one- 
third of 10th graders failed all 
subjects. 
1 Tenth grader with limited English 
Proficiency did poorly on the exam: 
72 percent failed English, 73 percent 
failed math and 72 percent failed 
science/technology. 
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Twenty-six percent of Asian students, 
and 17 percent of white students, 
scored in the advanced category in 
math, up from 11 percent last year. 
In contrast, just 2 percent of black 
students, 2 percent of Hispanic students 
and 8 percent of Native American students 
did as well in the same subjects (p.1-2). 
The office of Testing and Assessment of the Worcester Public Schools (2001) 
reports that approximately 81% and 24% of black students in the eighth grade failed the 
math and English section of the MCAS in 1998, 68% and 21% in 1999 and 80% and 32% 
in 2000 respectively. For Hispanic students the numbers were as unfavorable as they 
were for blacks. The report (2001) indicates that approximately 81% and 43% of 
Hispanic students failed the math and English portion in 1998, 79% and 45% in 1999 and 
81% and 71% in 2000 respectively. 
Steele (1992) and Price (1999) agree that these findings of inadequate academic 
achievement in Steele’s research of low-income and middle-class black students cannot 
be fully blamed on the children themselves and their families, as some educators and 
policymakers would have the public to believe. In the National Urban League’s The State 
of Black America in 1999, Price emphasizes that the low academic achievement of 
underprivileged and middle-class students is the result of negative stereotype perception 
that is associated with being black. 
Even though attitudes are intangible, most black children are able to read adults’ 
nonverbal cues better than their English book. It is not what you say that is of the 
essence; it is what you do. Once again, action speaks louder than words. Delpit (1995) 
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asserts that our attitudes, beliefs, values, and cultures influence how we view the world 
and the people in it. I always remind children and adults with whom I come into contact 
that most human beings view the world through their own eyes and in relation to their 
own reality. In truth, our perception of the world is more powerful than reality. We come 
to perceive the world via our heredity, environment and experiences over time. 
Therefore, teachers’ attitudes, beliefs, values, and culture also influence the way they 
interact with their students in their classroom, and these feelings are transmitted and 
interrupted by students, thereby affecting students’ academic achievement. 
Ladson-Billings (1994) writes: 
What happens between African American 
students and their teachers represent 
a lack of “cultural synchronization.” 
This lack of cultural synchronization 
and responsiveness relates to other 
factors that inhibit African American 
students’ school achievement, including 
prescriptive ideologies and prescriptive 
structures that are premised on normative 
belief systems (pi 7). 
Delpit (1995) adds: 
The clash between school culture and 
home culture is actualized in at least 
two ways. When a significant difference 
exists between the students’ culture and 
the schools’ culture, teachers can easily 
mis-read students’ aptitudes, intent, or 
abilities as a result of the difference 
in styles of language used and interaction 
patterns. Secondly, when such cultural 
differences exist, teachers may utilize 
styles of instruction and/or discipline 
that is at odds with community norms 
(p.167). 
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According to Sprinthall and Sprinthall (1987), black students may not be as 
knowledgeable as their teachers in terms of subject material, but most black children can 
read their teachers’ attitudes and perceptions better than they can read the textbook in 
front of them. Therefore, the message that majority of disadvantaged black children 
perceive from their teachers are that they are not welcome in most traditional public 
schools. They further contend that many black students interpret the silent gestures of 
their white teachers to mean that because they look different, talk different and act 
different, many of their white teachers will treat them different. And that difference is the 
difference of inferiority. Consequently, far too many black children find themselves on 
the outside of the mainstream of American Society looking in. They are invisible in most 
public schools. Hilliard (1995) maintains that when black children attempt to learn or 
voice their desire for knowledge and wisdom, in most cases they are either ignored, 
criticized, or undermined by the majority of their white teachers. 
One critical factor that comes from the result of this research, according to 
Landson-Billings (1994), most non-minority middle-class teachers in impoverished urban 
schools are teaching black students “not” to learn. If this is in fact the case, why should 
this nation be surprised to find that the academic achievement of black children from poor 
urban communities is significantly lower than white children from affluent communities? 
Hale (1986) posits that the educational community should not ignore the importance of 
these findings, especially since students often discern teachers’ attitudes and expectations. 
Hale (1986) contends that when this discernment occurs, the student’s identity, self¬ 
esteem and motivation may decline over time until the student’s ability to achieve to his 
or her potential is damaged. Researchers who have studied the effects of institutional 
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racism in public schools admit that it dashes their spirits to realize that teachers’ negative 
dispositions and low expectations of black children pervade some schools and doom 
these children to failure (Hilliard, 1995). 
One of my primary purposes in evaluating an Affocentric education in a public 
charter school in a poor black urban community is to ascertain, if possible, positive 
academic and pedagogical programs that successfully educate impoverished black 
students. We often hear within the educational community the rhetoric that all children 
can and will learn. Yet, the majority of disadvantaged black children entering schools in 
impaired urban neighborhoods do not learn successfully. The majority of black students-- 
particularly underprivileged black students-are not receiving or achieving high standards 
of education in impoverished urban schools. Many of them are mis-understood, mis- 
educated, mis-communicated or mis-directed by most of their white teachers. 
The literature points out that black children have a higher degree of success if they 
have the opportunity to learn in the context of their home and community environment. 
Many major stakeholders of the black community postulate that an alternative educational 
program is practical for their children. They are in the opinion that an Affocentric 
education is such a program that mirrors the reflection of black children’s home and 
community. Furthermore, many of these major stakeholders adhere to the positive 
benefits that an Affocentric education might offer to black children, particularly to 
underprivileged black children. Many of the members of this group are optimists to the 
positive potential that an Affocentric education may have for propelling black students 
into the mainstream of American society. 
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Dr. Woodson voiced his concerns about the quality of education that black 
children received in America’s public schools more than a half a century ago. Woodson 
(1933) wrote: “The educated Negroes’ have the attitude of contempt toward their own 
people because in their own, as well as in their mixed schools, Negroes are taught to 
admire the Hebrew, the Greek, the Latin and the Teuton and to despise the African” (p.l). 
He further asserted that black children have been mis-educated into confusing their 
interests with those of white middle-class culture in American society. 
Woodson (1933) espoused the development of a completely new educational 
system based, in part, upon the total needs of black children and to provides blacks with 
the “power to do for themselves what their oppressors will never do” (p.96). This 
education, he posited, is based upon a system of instruction in which the teacher is more 
than a depositor of knowledge—he is a facilitator and problem solver. Thus, teachers 
“must treat the disease rather than its symptoms. But you can expect teachers to 
revolutionize the social order for the good of the community” (p.96). In addition, he adds 
that teachers must understand the student’s total needs, for example: their abilities and 
capabilities, their failures and the sources of those shortcomings, and the elements of their 
cultural backgrounds that can affect their academic achievement. 
Furthermore, Woodson sheds light on a critical pedagogy in the sociology of the 
black experience that educates all black children in America’s public schools. Woodson 
writes: 
After Negro students have mastered the 
fundamentals of English, the principles 
of composition, and the leading facts 
in the development of its literature... 
They should direct their attention also 
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to the folklore of the African, to the 
philosophy in his proverbs, to the 
development of the Negro in the use 
of modem language, and to the works 
of Negro writers. The leading facts 
of the history of the world should be 
studied by all, but of what advantage 
is it to the Negro student of history 
to devote all of his time to courses 
bearing on such despots as Alexander 
the Great, Caesar, Napoleon, or the 
records of these nations whose out¬ 
standing achievement has been rapine, 
plunder, and murder for world power? 
Why not study the African background 
from the point of view of anthropology 
and history, and then take up sociology 
as it concerns the Negro peasant or 
proletarian who is suffering from 
sufficient ills to supply laboratory 
work for the most advance students of 
the social order? Why not take up 
the economics as reflected by the 
Negroes of today and work out some 
remedy for their lack of capital, the 
absence of cooperative enterprise, and 
the short life of their establishment 
(p.98-99). 
It is ironic to read these words of Dr. Woodson, which he penned more than 50 
years ago, because it could have been written yesterday. Today, black children find 
themselves in the same position: round and round we go, where we stop, nobody seems to 
know. 
This next segment of this chapter will focus on an evaluation of an Afrocentric 
Educational Program in poor public urban schools in America. In addition, I will 
examine the concept of this paradigm for successfully educating low-income and 
disadvantaged black students in marred urban neighborhoods. Furthermore, I will 
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ascertain if this methodology should be utilized as a viable solution for educational 
reform, in order to rectify the plight of America’s educational system in the black 
community. 
Some educators and parents alike envision that an Afrocentric education would be 
beneficial to many undeserved and low-income black children attending schools in 
impaired urban neighborhoods. I conclude to let the literature speak for itself. 
Afrocentric Education 
Irvine (1990) asserts that although many policymakers continues to pay lip serve 
to equality and equity in educational opportunities to all children, beneath the rhetoric and 
theory lies a secret agenda: institutional racism, discrimination and a disregard of black 
children’s culture and background. This secret agenda causes conflicts between black 
students and their white teachers. Brown (1993) emphasizes that the lack of cultural 
understanding on the part of white teachers is conducive to black male students being 
placed in special education classes, tracked in lower level groups and dropping out of 
school at a higher rate than their white counterparts. She also contends that an absence of 
cultural sensitivity fosters low expectations and/or no positive interaction between teacher 
and student in the classroom. 
Brown (1993) emphasizes that an Afrocentric education is an alternative 
educational grass-roots movement in the black community to help save a generation of 
underprivileged black students from dropping out of the educational system. She insists 
that an Afrocentric education teach basic courses by using African culture and the 
sociology of the black experience as active participants in human history. In 
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Affocentrism, blacks are perceived as the subject rather than the object of human history. 
Brown (1993) claims that Affocentric education is not about teaching that black culture is 
superior and all other cultures are inferior. To the contrary, Affocentric education teaches 
respect for all of the contributors of human history. According to Brown, Affocentric 
education delineates and interprets the actions of each ethnic group and examines the 
validity of their role in human history. Within this ffamework, the historical illusion of 
blacks as either minor participants or non-existent is shattered. 
Tharp (1989) claims that Affocentric Education is an attempt to even the playing 
field, so black culture can be perceived as equally relevant and substantial. He also 
asserts that schools that adopt these programs demonstrate how school achievement 
improves markedly when students are not influenced to renounce their cultural heritage. 
A proponent on the concept of implementing an Affocentric educational program 
in public schools, is Molefi K. Asante, professor of Black Studies at Temple University. 
Asante (1988) writes: 
Affocentrism is the centerpiece of 
human regeneration. To the degree that 
it is incorporated into the lives of 
the millions of Africans on the con¬ 
tinent and in the Diaspora, it will 
become revolutionary. It is purpose¬ 
ful, giving a true sense of destiny 
based upon the facts of history and 
experience. The psychology of the 
African without Afrocentricity has 
become a matter of great concern. 
Instead of looking out from one’s 
own center, the non-Affocentric person 
operates in a manner that is negatively 
predictable. The person’s images, 
symbols, lifestyles, and manners are 
contradictory and thereby destructive to 
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personal and collective growth and 
development. Unable to call upon the 
power of ancestors because one does 
not know them, without an ideology of 
heritage, because one does not respect 
one’s own prophets, the person is like 
an ant trying to move a large piece of 
garbage only to find it will not move 
(P-1). 
Asante (1991) maintains that Affocentric education is necessary to the success of 
black children attending public schools. He contends that Afrocentric education is the 
building block of multiculturalism, which seeks to understand the truth, credibility and 
contribution of all ethnic groups interacting in human history as major players in the 
building of civilization. Multiculturalism acknowledges and reveals all groups of people 
and their contributions to American society. Asante (1991) posits that multiculturalism 
views European culture as the dominant culture in America but not as the only or superior 
culture in the global community. He insists that Afrocentric education is actually 
different from multiculturalism. Afrocentric education views blacks as the center or 
object of history instead of subjects of history, standing on the sideline or sitting in the 
stands as mere spectators, watching human history unfold. 
On the other hand, Asante (1991) implies, unlike Eurocentric education, 
Afrocentric education does not maintain that African or black culture is superior to other 
cultures. Nor does Afrocentric education take the approach that everything black is better 
and other ethnic peoples are inferior. Asante further emphasizes that Affocentric 
education is different from Eurocentric education in that it is not a “black thing” that 
seeks to counterattack Eurocentric education in public schools. Instead, Affocentric 
education only attempts to teach for the whole truth of human history. In addition, 
55 
Asante asserts that Eurocentric education is derived from the superior status of whites 
who believe the sun rises and sets on their ideologies, which basically maintains that 
everything discovered, invented, or established by whites is superior and everything 
associated with black people is inferior. Asante emphasizes that Affocentric education 
attempts to correct the myths and lies that promote Eurocentrism as superior to non¬ 
whites cultures. 
Again, Asante (1991) maintains that Affocentric education seeks the whole truth 
about the realities that have transpired in human history. I presuppose that Affocentric 
education is learning the truth about history (the universal version of history) and not 
“his-story” (the white version of history). Asante contends that the entire nation lives in 
total ignorance because blacks are suffering disproportionately to whites, and because 
whites are victims of their own narrow minded cultural blinders. 
Asante (1991) asserts that many white scholars as well as black experts in history 
are ignorant of the vast wealth of knowledge in Affican and black history, culture and 
contributions to the global community. For example, Asante (1991) states: “Few 
Americans of any color have heard the names of Cheikh Anta Diop, Anna Julia Cooper, 
C.L.R. James, or J.A. Rogers. All were historians who contributed greatly to our 
understanding of the Affican” (p.57). Furthermore, Asante points out that there are very 
few black or white educators who have taken a course in Affican or black studies in this 
country; and he doubted if anyone of them could give students a systematic study on 
Affica or African people. 
Some black educators believe that implementing an Afrocentric education in any 
public school is an academic and social disadvantage for black children. Narine (1992) 
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posits that there are several reasons why opponents of an Afrocentric education are 
against its concept for black students. First, the positive results of such studies have only 
been anecdotal evidence gathered from a small sample of research conducted by 
researchers in the field of education. Second, teachers that teaches Afrocentric education 
distorts the facts of history by oversimplifying the great inventions, discoveries and 
contributions of Africans and blacks in the development of civilization. The opponents 
are of the opinion that many of the teachers of Afrocentric education are only stating 
unproved facts. Third, many opponents of Afrocentric education believe that this 
curriculum consists of high expectations and low standards for black students. Therefore, 
Afrocentric schools or classes will do more harm than good for black children in public 
schools. They maintain that an Afrocentric education will not enable disadvantage black 
children living in improvised neighborhoods to propel towards upward mobility in 
America society (Narine, 1992, p.40-42). 
Henry Louis Gates Jr., a professor at Harvard University, expresses his views 
about an Afrocentric education in a 1994 issue of The Journal of Blacks in Higher 
Education. Gates (1994) writes: 
I worry that the sort of cognitive 
relativism promoted by many Afrocen- 
trists eventuates precisely in ... 
epistemic segregation, where dis¬ 
agreement betokens only culpable 
failure to comprehend. This ex¬ 
plains my own skepticism about 
such approaches (p.42). 
In the same article mentioned above, Luttwak (1994) shares his opinion on 
incorporating an Afrocentric education in public schools. Luttwak (1994) posits: 
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We are very far from the harmless 
inclusion of African folk tales in 
first grade readings, or the useful 
addition of Chinua Achebe’s novels 
in high school English Lit. Real 
confusion is being inflicted on 
children often already handicapped 
by poverty, disorder, arid ignorance 
at home (p.43). 
I believe that an Afrocentric Educational Program may be an important element 
in the equation for successfully educating low-income and disadvantaged black students 
in poor urban schools. Delpit (1995) asserts that the conflict between poor black students 
and white middle-class teachers is a major problem to be address in poor urban schools. 
She further contends that this problem is a major cause to the dilemma that many poor 
black students encounters in traditional public school in urban America, which is 
conducive to many of them failing in the present educational system. 
The review of the literature clearly states the pros and cons of implementing an 
Afrocentric education for disadvantaged black students attending impaired urban 
traditional schools in this country. The debate continues, each side believing that they are 
doing what is best for the children. My pastor enlightened me that it is okay to disagree 
with other people’s opinion. He apprises: “Wise men differ, but fools fall-out." 
Given the facts as laid out in this dissertation, an individual could simply choose 
to cast their lots to either side of the argument. Since the Afrocentric educational concept 
has been conceived from the frustration of parents and policymakers from impoverished 
urban communities—a grass roots movement—we should listen to what they have to say 
in behalf of their children. The driving and restraining forces in the black community 
consist of concern parents and policymakers; both have the children’s interest in heart. 
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Researchers in the field of educational psychology and education in general have 
documented that black children come to school with knowledge and understanding about 
the world they live in. These children are intelligent in their own right. They are aware 
of what is happening in their homes and communities. In the following segment of this 
chapter I will attempt to verify these facts. I will try to show throughout this chapter by 
the literature that researchers have recorded information that leads educators to an 
understanding about how black children receive and process information. I will examine 
the research on the distinct learning style that black children exhibit in their homes, 
communities and schools. One important fact about Afrocentric education is that it 
attempts to address current pedagogical issues about educating the whole child. The 
paradigm attempts to meet impecunious black children where they are and transform 
them where they need to go. And in the final analysis, it is our hope to propel them into 
the mainstream of American society. The need for an Afrocentric education for some 
students in some school is only a means to an end. It is only a choice. This is not the 
only answer. Yet, it is an answer that needs not to be neglected or taken lightly. Perhaps 
this new paradigm of Afrocentric education may be the light that poor black students need 
in public schools to improve their academic achievement. If it is, we do not need to put 
this newfound light under a bush. 
An Afrocentric education delves into the needs of impoverished black students by 
giving them a higher quality of education based on their learning style as suggested by the 
researchers discusses in the next segment of this chapter. 
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Black Children’s Learning Style 
Irvine and York (1995) define learning style as “the cognitive, affective, and 
physiological characteristics that influence how a person learns, not to be confused with 
ability, learning style, it is a measure of preference of habit. It measure not potentials, but 
propensities” (p.485). In order that an individual will not get confused with the concept 
of learning styles that I relate to in this chapter with that of Howard Gardner’s in his 
theory of multiple intelligence, I am referring to the idea of learning styles as it is defined 
by Asa Hilliard. Hilliard (1989) defines learning styles as “consistency in the behavior of 
a person or a group that tends to be habitual—the manifestation of predisposition to 
approach things in a characteristic way” (p.67). He further asserts that just as individuals 
and groups have particular learning styles, so does each culture. In respect to a groups’ 
culture and learning styles in providing them with a high quality education in public 
schools in America, Jones and Fennimore (1990) state: 
Every culture brings habits of thought, resources, 
and contexts which have built into them vehicles 
that promote learning and inquiry. Accordingly 
Children of any culture can and should have 
curriculum and instructional practices that 
draw from that culture” (p. 16). 
Hale (1986) implies that black children grow up in a distinct cultural background 
and learning style. This is a very important theme in her research for seeking alternative 
educational models for successfully education black children. She posits that “black 
children need an educational system that recognizes their strengths, their abilities, and 
their culture and that incorporates them into the learning process” (p.4). Baratz and 
Baratz (1969) also agree that black children grow up in a distinct culture that is conducive 
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to a different language system and behavioral characteristics that are often ignored by the 
educational community. 
Cole (1971) voices the same sentiment concerning educating black children. He 
contends that in order for the educational community to understand black children’s 
learning style, educators must first understand their cultural backgrounds. I am reminded 
of a verse in the Bible, which says: “Wisdom is the principle thing, therefore, get wisdom, 
and with all thy getting get understanding”(Proverbs 4:7). Most white educators think 
that they know about the development of black children because they have studied 
cognitive development and psychological characteristics by white psychologists such as 
Piaget, Skinner, Rogers, Watson and other famous personalities in the field of psychology 
and sociology or other social science disciplines. Many of the white candidates that I 
have interviewed for a teaching position in the Worcester Public Schools during our 
yearly teacher recruitment drive have not read a book about the development and 
characteristics of black children written by a author of color in their coursework during 
their four years in a college educational program. 
Stephen Covey (1997), in his book, The Seven Habits of Highly Effective People, 
asserts that in order to understand an individual, that individual must first be understood. 
In essence, I do not believe that black children have been fully understood by the 
educational community. The result is that the majority of underprivileged black students 
attending marred urban public schools are continuing to be misunderstood, misguided, 
and mis-educated in schools across America. Yet, I presume that it is bad not to know, 
but it is worse when you do not know, and do not know that you do not know. I have said 
that to say this: Education is in bad shape in the black community because educators fail 
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to expose the fact that they do not know how to educate black children successfully, 
particularly in underrepresented urban communities. If they did, there would not be so 
many black children failing disproportionately to their white counterparts in public 
schools in urban America. 
In Hale’s (1986) own words: 
Attempts to understand the learning 
styles of black children cannot advance 
without the development of an appropriate 
social psychological theory of the educational 
process. This theory must identify the social, 
historical, and cultural forces that affect the 
development of learning styles in the black 
community. This theory must also describe 
the psychological characteristics of black children 
within the context of environmental forces that 
create and maintain them. It must seek to 
describe the cultural context out of which 
creative and intellectual responses occur (p.5). 
Sarason (1973) asserts that psychologists and educators must consider attitudes 
that are shaped by their own culture. He suggests that individuals who are socialized in 
any culture are imbued with attitudes and characteristics that are rooted in history. These 
characteristics, he indicates, are “a kind of‘second nature,’ learned, absorbed, and 
inculcated with all the force, subtlety, and efficiency of the processes of cultural 
transmission” (p.965). To fully understand the true nature of any human being requires 
time and patience over many seasons. 
The more research I examine on the topic of educating underprivileged black 
children in impoverished urban communities, the more I passionately desire to see 
impaired urban communities implement an Afrocentric education in their schools. I have 
always been aware of the depth of distinctions between men and women. There have 
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been hundreds of volumes of literature written about the dissimilarities between the 
sexes. If you do not believe that I am different from a woman when it comes to 
perceiving the world, then just ask my wife. If the majority of intelligent people can 
agree that there are differences in the cognition of men and women, then why is it so 
difficult to see the same discrepancies between of black and white children? I have been 
teaching children, both black and white for more than 20 years, and I have come to the 
conclusion that black children learn differently from white children. I found this to be 
true long before I read the literature that verifies this fact. 
Cohen (1969) asserts that there are two styles of learning in traditional public 
schools across America. She calls one the analytical style and the other the relational 
style (see Table 1). Cohen (1969) posits that public schools’ approach to cognitive 
organization is associated with “the analytical style” or “abstract” (p.829). Consequently, 
according to Cohen, students who have not developed or master the analytical style will 
not only be under-achievers in the early grades in school, but they will also fall further 
behind as they move to higher grade levels. 
Hale (1986) asserts that black educational and psychological scholars must 
seriously consider the need for articulating a new conceptualization for the development 
and learning style of black children. In her own words, Hale (1986) posits: 
If we do not offer our own definitions 
of aptitude, intelligence, and achieve¬ 
ment within the context of African and 
African-American cultures, the majority 
of black children will have to continue 
to struggle with special classes, educable 
mentally retarded labels, SAT and GRE 
scores to ‘make if in this society 
(p.4). 
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Sprinthall and Sprinthall (1987) assert that the intelligence tests-to be useful- 
must predict something such as academic performance or success in life. They also point 
out that for white middle and upper-class Americans, intelligence tests have had a fairly 
good record, with higher validity coefficients than for any other type of psychological 
testing. However, Sprinthall & Sprinthall (1987) contend that for black children living in 
America, intelligence tests have a dismal history. They suggest that there are biases built 
into most well known individual and group measures of intelligence. They also maintain 
that many educators have argued that these tests are not culture-free and end up 
discriminating against black students. Sprinthall & Sprinthall (1987) state: “This issue is 
not a new one in this country” (p.366). Bowman (1994) suggests that testing and 
screening of students vividly demonstrate the danger of using white middle-class children 
as the gauge forjudging all children. Considering these things it is not a coincidence that 
undeserved black children are over-represented in certain types of early intervention, 
special education, and at-risk programs. Because tests fail to separate culture from 
development, they attribute a child’s inability to perform particular tasks to 
developmental delay. The child may know something else that is a developmental 
equivalent, but if he or she cannot relate what is on the test to their distinct knowledge 
and past experience, schools assume that there is something wrong with the child. 
Hale (1986) asserts that the two processes of student assessment, analytical and 
skill information, are measured by the standardized tests and rewarded in most schools in 
America. One process refers to the method of selecting and organizing information. The 
other process is the growth of information. She asserts that public schools in America 
require one specific approach to cognitive organization, which is the analytical style. 
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Cohen (1969) summarizes the predicted achievement of students who function 
with high or low information in the analytic or relational mode (see Table 2). 
Hale (1986) maintains that traditional schools not only reward the development of 
the analytic style of processing information, but it is also ingrained in the overall ideology 
and culture of the schools, and educators reinforce behaviors associated with that style in 
their classrooms. Furthermore, Cohen (1969) adds: “Aspects of analytic style can be 
found in the requirements that the pupil learn to sit increasingly long periods of time to 
concentrate alone on impersonal learning stimuli, and to observe and value organized 
time allotment schedules” (p.830). In addition, she asserts that the differences between 
children who function with relational and analytic styles is so great that a child whose 
cognitive organization is relational is unlikely to be rewarded socially with grades 
regardless of their native ability, depth of information, or personal background and 
experience. In Cohen own words: “In fact [students] will probably be considered deviant 
and disruptive in the analytically oriented learning environment of the school” (p.830). 
Cohen (1969) clarifies the terminology that is used to describe the difficulties of 
underrepresented children have when taking tests and performing analytic tasks. She 
adds that “culture difference” occurs when children have not had the kind of experiences 
that would provide them with information that is usable in school. A child might have a 
storehouse of information, but it is not the background required for the school curriculum. 
“Culture conflict” happens, she posits, when the student is using a learning style that 
differs from the analytic learning and behavioral style reinforced in the school (p.838). 
Hale (1986) postulates that certain features of the relational and analytic modes 
make it difficult for a child to develop characteristics that are present in the other mode. 
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Learned behavior, language, interpersonal patterns, values, beliefs and the general 
cultural context of a person determines their cognitive style. This comprehensive context 
from which the child operates promotes one style of learning and suppresses the other. 
Hilliard (1976) maintains that traditional schools support the analytic-cognitive 
style, but suggests that all schools should be based upon the analytical and the relational 
cognitive styles so all children can learn successfully. 
I suppose understanding a student’s cultural heritage is important in promoting 
effective teaching and learning. Banks (1993) defines culture as “the ideations, symbols, 
behaviors, values, and beliefs that are shared by a human group” Banks also adds: 
“Culture can also be defined as a group’s program for survival and adaptation to its 
environment [natural and social]” (p.357). 
It seems obvious that teachers should learn about the cultures of their students. 
But in order for teachers to enhance their appreciation of other ethnic groups, they also 
should learn about their own cultural roots. Cochran-Smith (1995) explains: 
In order to learn to teach in a society 
that is increasingly culturally and 
linguistically diverse, prospective 
teachers, as well as experienced teachers 
and teacher educators, need opportunities 
to examine much of what is usually un¬ 
examined in the tightly braided relation¬ 
ships of language, culture, and power in 
school and schooling. This kind of exam¬ 
ination inevitably begins with our own 
histories as human beings and as educators; 
our own experiences as members of particular 
races, classes, and genders; and as children, 
parents, and teachers in the world” (p.500). 
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Hilliard (1991) uses the analogy of an iceberg to illustrate an individual’s 
understanding of her or his cultural identity. He explains that while the tip of the iceberg 
represents the individual’s conscious understanding of their culture, the submerged part 
symbolizes the larger, more subconscious influence of culture in one’s life. In order for 
an individual to fully understand this subconscious influence requires some inner 
exploration. 
Howard (1993) contends that the task of self-examination is very hard to deal with 
for every ethnic group, but it is twice as difficult for whites. He posits that when asked to 
categorize themselves, whites often identify themselves simply as “Americans.” He adds: 
Many of [whites] today are ignorant 
of our ethnic history because our an¬ 
cestors worked so hard to dismantle 
European identity in favor of what 
they perceived to be the American 
ideal. From the moment they arrived 
on American soil, they received a 
strong message: Forget the home lang¬ 
uage, make sure your child don’t learn 
to speak it, change your name more 
American—or, if the immigration officials 
can’t pronounce it, they’ll change it 
for you (p.37). 
Hollins (1996) points out that by looking deep within your inner being. And 
acknowledging your own culture as well as the cultures of others, novice teachers as well 
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as experience teachers can establish a working definition of culture that will be propitious 
to a better relationship between teacher, school and students and their family. 
According to Bowman (1994), public schools in America are canonized by the 
behavior and standards of middle-class white children. They are the measure by which all 
children are judged and seen as the only valid representation of competence. 
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Furthermore, Bowman (1994) adds that schools in general, have ignored or rejected 
different cultural expressions of development that are normal and adequate on which 
school skills and knowledge can be built. With these perceptions in mind, black children 
from underprivileged families are thought of as incompetent because they do not know 
nor do they easily learn the school curricula. To the dismay of parents in the black 
community, some schools and teachers perceive many underprivileged black students as 
deficient and unfit because of miscommunication, inaccurate assessment, and mis- 
education. The misunderstanding of black children is documented in the literature where 
undeserved black children are labeled as retarded, illiterate, violent, and apathetic about 
their education; while their families are classified as dysfunctional because they have 
different resources, lifestyles, and cultural backgrounds. 
The evidence is clear, the majority of undeserved black children attending 
impaired urban public schools are already doomed to failure based upon the families’ 
culture and socioeconomic status (Bowman, 1994; Hale, 1994; Ladson-Billings, 1994; 
Delpit, 1995 & Hilliard, 1995). 
According to Hale (1986), by the time children are five years old, the vast 
majority has learned a great deal. They have reached the stage of understanding what is 
being conveyed my verbal and non-verbal cues. In other words they have achieved the 
ability to communicate within their homes and communities. Bowman (1994) maintains 
that black children around the age of five have mastered their home languages, 
established social relationships with their families and friends, learned to rationalize their 
own behavior in situations that are familiar to them. 
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Bowman (1994) also contends that young black children come to school ready to 
learn. If they have mastered the ability to communicate with their families and 
communities, then we know that they are good learners and we need only worry about the 
small number of children who are physically or mentally challenged. She furthermore 
suggests that the black community must concern themselves with another kind of aptness 
problem, the problem that exists when a child’s knowledge and social skills of their home 
environment do not prepare her or him for the knowledge and skills of public schools. 
Kagan (1990) maintains that black children may be developmentally competent in 
their home environment and community, yet unable to easily adapt to a school 
environment or succeed in the academic tasks valued by teachers. The distinction 
between developmental failure and social mismatch has also been studied and recorded 
by Meisels, et al. (1992). They maintain that this distinction is important because it 
reminds educators of the duel phenomena of black children with developmental 
competence who somehow still have different knowledge and skills than those expected 
by their schools where the curriculum is centered on a white middle-class cultural system. 
Lawson (1986) points out that the pattern of answering questions by black 
children is different from that of white children. The study described how black 
children’s answers were more likely to relate objects or events to themselves or their 
experiences. White children, on the other hand, were more likely to use referential 
answers or ones that named the object or event. While all of the children gave answers of 
both types, the frequency with which children from each group used each response type 
was dissimilar. That is, children from both races could make both relational and 
referential responses, but they were more likely to use the type that was most similar to 
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their past experiences. Based on their experiences, the children in each group understood 
the meaning of the question differently. Lawson adds that all of the children were 
developmentally competent, but they had learned to demonstrate their competence 
differently. 
Entwisle and Alexander (1989) assert that when educators assume a “mainstream 
behavior” should be used as the sole criterion for healthy development, many black 
children find themselves mis-diagnosed and mistreated in their classroom by teachers. 
The outcome is that they find their learning potential miscalculated, not because they 
have not learned a great deal, but because they have not obtained knowledge in the things 
that traditional public schools value. Misunderstanding cultural differences leads schools 
into wrongly placing underprivileged black children who are developmentally normal into 
special education and low-ability groups and with incompetent teachers expecting less 
from them than other children. Furthermore, Entwisle and Alexander (1989) contend that 
most white middle-class teachers tend to evaluate disadvantaged black students as less 
mature and hold lower expectations for them than for middle-class white children. In 
addition, they maintain that such an interpretation of cultural differences presents an 
obstacle to underrepresented black children learning successfully in traditional impaired 
urban schools. 
Moreover, Entwisle and Alexander (1989) posit that when non-minority middle- 
class teachers allow their attitudes to disregard black children’s specific cultural 
accomplishments in the classroom it tends to lead to a misunderstanding of the students’ 
abilities, resulting in inferior educational programs and practices. By equating a child’s 
developmental competence with their particular form of behavior, teachers mis-read the 
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meaning of the student’s behavior and then lean toward practices that compromises the 
child’s potential for learning. I often apprise beginning and veteran teachers, if you see 
children the way they are they will only become worse. But if you see children in their 
fullest potential, they will become better. No child can ever rise above low expectations. 
Delpit (1995) implies that teachers bring their own cultural, attitudes, values, 
beliefs and past experiences into their classrooms. Furthermore, she emphasizes that 
teachers, are human beings, have perceptions about other people, ideas and events on the 
basis of their own reality. In addition she adds that when teachers are confronted with 
differences, they tend to favor their own cultural philosophies, forcing everything around 
them to be compatible to their own belief system. Thus, a behavior or concept that does 
not fit their paradigm is manipulated to conform to their cultural theories. 
Hale (1986) suggests: 
Conflicts between home and school may 
occur over how children have been taught 
to view the world, their interaction bet¬ 
ween adults, standards of behavior, and 
the goals and objectives of education. 
Home, community, and school/center environ¬ 
ments may value some of the same competen¬ 
cies, but differences in expression may ob¬ 
scure their common roots. For example, child¬ 
ren socialized in communities that value phy¬ 
sical aggression and ‘macho’ behavior may 
have considerable difficulty learning to sup¬ 
press such behavior in school, just as child¬ 
ren who are more conservatively socialized 
may feel deeply threatened by open aggression 
in the schoolyard. Both the children who 
tolerate high levels of aggressive behaviors 
and those who do not acquired their characteris¬ 
tics through the normal developmental process 
of identification with the values and behavior 
of family and friends. The point is not that 
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high or low levels of aggression are desirable, 
but that their acquisition is a normal 
accomplishment in some communities. Schools, 
by valuing low-aggression children, set the 
stage for cultural conflict for those who do 
not believe that physical docility can reflect 
competence and effectiveness (p.38-39). 
Hale (1986) implies that the loss of the home social support system is the reason 
that some child advocates recommend educating underprivileged black students within 
their own cultural background and linguistic communities. She also contends that black 
students learn best when there is a great deal of consistency in their lives—consistency in 
people, in social and physical environments. 
Many child advocates in the educational community have documented that 
teaching impoverished black students in respect to their distinct learning style might have 
a positive effect on their academic achievement. Researchers, past and present, cry out in 
favor of combining a critical pedagogy in the sociology of the black experience, along 
with black children’s cultural backgrounds and learning style. They suggest that these 
three elements above, (cultural backgrounds, learning style and a critical pedagogy in the 
sociology in the black experience), of children should be integrated together in order to 
achieve optimal teaching and learning for black students (Woodson, 1933/99, Hale, 
1986). 
Some major stakeholders in the black community contend that educating low- 
income and disadvantaged black students by applying an Affocentric education in their 
curriculum is a radical approach from current educational programs. While, on the other 
hand, proponents for this radical approach maintain that an Affocentric education for low- 
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income and disadvantaged black students in poor urban public school that may serve as a 
safety net for many of them to stay in school and receive a better education, is only a 
proposal to rectify a wrong against poor black children in traditional educational systems 
in our country. This innovated educational model seeks to resolve the negative 
experiences that most impoverished black children have while interacting with non¬ 
minority teachers in impaired urban schools. A critical pedagogy in the sociology of the 
black experience is an old but new philosophy in an attempt to successfully educate black 
children. It is a pedagogy of the struggle and hope that has been bom from being 
oppressed by the powers that be in American society. This old, yet new concept seeks to 
rectify a wrong through black awareness in order to liberate an oppressed people (blacks) 
from a pathological plight self-hate and self-destruction in education systems and in the 
general population in American society. This paradigm endeavor to invoke a radical or 
revolutionary call of action in the black community to do what is necessary to educate 
their children in order to save them from the current woes that they experience everyday 
in tradition public schools in urban communities. This philosophy consist of the 
following: 1) marching to a beat of a different drum; 2) speaking out against the 
political and social forces that oppresses blacks to raise the consciousness of the black 
community in order to lead to political and social change in American society; 3) going 
against the odds; swims against the current; 4) daring to be different, 5) refusing to seek 
approval from the oppressor for its actions; 6) refusing to find out which direction the 
winds of popular opinions is blowing in before demanding justice and equity against 
political or social issues that oppresses an individual or ethnic group in society; and 7) a 
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pedagogy of struggle and hope for an individual or group who have been denied by the 
power that permeates in American society. 
Black leaders introduced a critical pedagogy in the sociology of the black 
experience in the past in the personality of W.E.B. Du Bois and Carter G. Woodson. 
Today, contemporary educators, such as Janice Hale and W. B. Stanley are revisiting this 
paradigm. These educators past and present were and still are of the opinion that those 
teaching non-minorities or minorities' children in a cultural relevant motif resurrect their 
consciousness. And it allows students to become active learners and critical thinkers 
within an educational setting and in a global community. Some educators contend that 
implementing a design of this magnitude with an Afrocentric education may have 
positive advantages for the success of black students engaged in the educational process 
in impaired neighborhoods. 
A critical pedagogy in the sociology of the black experience, with respect to a 
cultural relevant motif in public schools in urban neighborhoods, swims against the 
current of conventional wisdom in the educational community. Thus, this old, but 
reinvented, yet new theory of a critical pedagogy in a sociology of the black experience 
emerges from the proponents of social change in educational reform. This paradigm 
seeks to save a generation of black children, who are written off in the present education 
system by some impaired urban school officials. 
The next section in this chapter examines the philosophy of a critical pedagogy in 
the sociology of the black experience with respect to successfully education black 
children, particularly impoverished black students. The sequence of the literature that 
follows delineates this theory. 
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Critical Pedagogy in the Sociology of the Black Experience 
The concept of a critical pedagogy in the sociology of the black experience is a 
by-product of the struggles, suffering and hope of blacks from the days of chattel slavery, 
the Civil Rights Movement in the 1950s and 1960s, to the present in American society. 
Cone (1970) was one of the first authors in the black community to define Black Power in 
a theological connotation within a sociological context of what blacks have experienced 
in America, in respect to racism. Cone (1970) believe that in order for blacks to have a 
meaningful relationship with God they had to redefine their theology in a new paradigm 
of a critical theology in the sociology of the black experience. Cone (1970) contends that 
there can be no critical theology in the sociology of the black experience “which does not 
take seriously the black experience—a life of humiliation and suffering, black history, 
and black culture (p.54-62). Cone (1970) defines that black experience as “the 
environment in which black people live” (p.54). He further contends that black 
experience is “existence in a system of racism” (p.54). Moreover, Cone (1970) explains 
that a critical theology in the black experience is defined where blacks are empowered 
within their community to make decisions about themselves and for themselves. In 
addition, he defines it as “catching the spirit blackness and loving it. It is the power to 
love oneself precisely. It is being black in beautiful experience” (p.56-57). 
Cone (1970) contends that a critical theology in the black experience may also be 
defined in the manner in which blacks interacted with whites in America in a historical 
context. Cone (1970) posits that: “Black history refers to the way black people were 
brought to this land and the way they have been treated in this land” (p.57). He further 
contends that black history is not everything that is written in history books by whites. 
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Cone (1970) asserts that the dominant culture in this country “used every conceivable 
method to destroy black humanity” (p.58). 
Cone (1970) defines a critical theology in the black experience in the context of 
black culture. He maintains that the theory of black culture is intertwined within the 
parameters of black experience and black history. Cone (1970) posits: 
The black experience is what the black man 
feels when he tries to carve out an existence 
in dehumanized white society. Black history 
is the record of the joy and the pain. It is 
those experiences that the black community 
remembers and retells because of the mythic 
power inherent in the symbols for the present 
[radical movement] against white racism. 
Black culture consists of the creative forms 
of expression as one reflects on the history, 
enduring the pain, and experiences the joy. 
It is the black community expressing itself 
in music, poetry, pose and other art forms 
(p.60). 
Cone (1970) implies that the emergence of the concept of a critical theology in the 
sociology of the black experience, black awareness in respect to literature, music, religion 
education and economic is an example of the black community expressing itself 
culturally. 
Hale (1986) echoes identical sentiments in respect to the concept of a critical 
pedagogy in the sociology of the black experience in her research about the development 
and characteristics of black children and their experiences in public schools in America. 
The only different in each concept is that Cone (1970) applies his theory within a religion 
context; wherein Hale (1986) applies her theory within an educational context. Both of 
these concepts emphasizes the critical need to incorporate black culture, black history and 
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the black experience into the equation of meeting the total need of blacks in a theological 
and pedagogical setting in a racism society. The concept mentioned above is an integral 
component in the equation for educating the black community to empower themselves in 
order to help their children obtain a better quality of life in American society. 
Given the concept and definition of a critical pedagogy in the sociology of the 
black experience in an educational context as defined above, it suggests that Afrocentric, 
multicultural and cultural relevant education may be classified under the umbrella of the 
theory mentioned above. 
Stanley (1992) defines critical pedagogy in the following: 
Critical pedagogy is a general term that refers 
to, among other things, revisionist education 
history, the ‘new sociology’ of education, 
reconceptualist curriculum theory, cultural 
studies, feminist scholarship, Critical Theory, 
and various forms of postmodern and 
poststructuralist analysis (p.2). 
Stanley (1992) argues that critical pedagogy in the sociology of any minority’s 
ethnic group at the very least should be an important element in the effort to critically 
analyze and reform education but concedes that “this important tool have all been left on 
the sideline in the debate over educational reform” (p.2). 
Furthermore, Stanley (1992) explains that critical pedagogy “literally cuts against 
the grain of mainstream educational discourse, which is based largely upon our dominant 
social economic, cultural, and political arrangements” (p.2). In addition, Stanley suggest 
that critical pedagogy “challenges the basic assumptions of current reform proposal, 
draws on other research traditions, and poses a rather different educational reform 
agenda” (p.2). 
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The research of Stanley (1992) is important to educating black children in general 
because “critical pedagogy” espouses so many of the principles and values that black 
educational philosophy and philosophers embrace. The essences of Stanley’s work 
suggest new educational reform in the area of pedagogy consisting of a new sociology of 
education in a black context. This new sociology of the education in a black experience 
will consist of programs that are centered on the learning style and cultural background of 
black children in urban communities. Stanley (1992) suggests: 
Instead of presenting schools as agencies 
of the dominant culture which functioned to 
reinforce existing power relations, 
asymmetries, and forms of domination, or 
view other cultures as both different and 
inferior, the new paradigms will implement 
an “afrocentric” view, which is visualized as 
a paradise of community, cooperation, and 
spirituality (p.3). 
Furthermore, he contends that the perception of other cultures would be that they 
are different, but just as important in the human web of civilization. One important 
difference between European tradition and African tradition that needs to be addressed is 
in their basic philosophy of “individual performance” verse “cooperative performance.” 
In the European tradition, one may determine that “because I am, therefore, we are.” But 
in the African tradition, one may reach a conclusion that “because we are, therefore, I 
am.” The latter statement is the hallmark of Afrocentric philosophy in this dissertation. 
Therefore, I will reiterate by position on the Afrocentric paradigm, “because we are” 
therefore, “I am.” In the Afrocentric design, “I am” is because of the collective factor...It 
takes a village to raise a child. In Afrocentric teaching the operative word is “collective” 
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wherein in Eurocentric discipline, the operative word is “competition.” And in traditional 
public schools “competition” is associated with the learning style commonly used in these 
schools called the analytical style. On the other hand, “collective” is associated with the 
learning style not commonly used in public schools called the relational style as defined 
by Cohen (1996), Hale (1986) and Hilliard (1989). 
Hale (1986) believes that a critical pedagogy in the sociology of the black 
experience focuses upon the correct education for black children. It relates to the 
methodology that will be used for the education of all black children. She further asserts 
that this model suggests ideas for changing the way black children are treated in the 
educational process so that it will be more compatible with the culturally influenced 
behavioral style they bring to school from home. 
Hale (1986) emphasizes that a critical pedagogy in the sociology of the black 
experience addresses the development, culture and learning style of black children. Friere 
(1968) states: “The tools that are used to destroy men cannot be used for his 
rehumanization” (p.65). In other words, since traditional public schools have failed or 
destroyed the dreams of hundreds of thousands of poor black children, it is impossible for 
these schools with the same old concepts that are rooted and grounded in institutional 
racism to undo the damaged. 
Hale (1986) believes that an Afrocentric education combined with a critical 
pedagogy would eradicate a portion of racism and classism that contribute to conflicts 
between schools and black students. She points out that most of the schools in 
undeserved black urban neighborhoods are taught by white middle-class teachers, who 
represent a Eurocentric middle-class viewpoint, which often makes students and their 
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families feel devalued and unwelcome. Hale also asserts that instead of reinforcing self- 
confidence and self-esteem, some schools, on the contrary, compromise students’ 
learning potential by rejecting their distinct subcultures. What is even more detrimental 
to young black children, adds Bowman (1994), and is for some teachers and schools to 
perceive the culture of impecunious black children as inferior. These teachers and 
schools encourage them to choose between family and friends and disregard the school 
culture, or embrace the school culture and face emotional and social isolation from family 
and friends. According to Bowman, the result is that many young black children choose 
family and friends and become invisible children in school. 
Ogbu (1992) points out that not all groups in our society experience the same 
degree of prejudice and discrimination. He notes that “involuntary” minorities, especially 
blacks, Hispanics, and Native Americans, are exposed to a more pervasive and extensive 
exclusion from the mainstream than other minorities. These groups are more likely to 
avoid learning skills associated with the white middle-class, since their efforts will not 
pay off with the same opportunities that others derive. Consequently, they develop 
oppositional practices as a form of group cohesion and support what separates them from 
the mainstream. Thus, school achievement leads to the loss of peer affiliation and 
reinforcement in their social circles. 
In the course of researching the topic of educating disadvantaged black children in 
impaired urban schools successfully, some educators emphasize that institutional and 
societal racism is a major factor that hinders the academic achievement of 
underprivileged black children. Harris (1997) posits: 
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Purported changes in society, which have 
been effected through law—for example—are 
but mere rearrangements of reality. There 
are no real fundamental improvement in our 
society; whites are still as antagonistic 
towards blacks as ever. What has changed, 
however, ‘is the form and appearance that 
white pathology might take at any given 
point in time’ (p.155). 
However, Okafor (1994) asserts that racism—alone—is not the only problem. He 
asserts that in tandem with racism is the self-consuming concept of a people who do not 
believe in themselves and do not know who they are. Some blacks “are dislocated and 
alienated from their own history, suffer amnesia, and believe in white supremacy” 
(p. 186). 
Waller (1998) points out that Kenneth Clark gave us some disturbing insights 
more than four decades ago. Much of the Clark’s professional life has been spent 
comparing the effects of racism on black children in segregated and racially mixed 
schools. One of his studies involved showing black children four identical dolls: two of 
them brown and two whites. The children were then asked to pick the doll they would 
most like to play with, liked the best, thought was nice, looked bad, or was a nice color. 
The majority of the black children tested in the 1940s and 1950s indicated a preference 
for the white dolls and rejected the brown dolls. In Kenneth Clark’s own words: “What 
was surprising was the degree to which children suffered from self-rejection, with its 
truncating effect on their personalities, and the earliness of the corrosive awareness of 
color. I don’t think we had quite realized the extent of the cruelty of racism and how hard 
it hit” (qtd. in Waller, 1998, pi47-148). 
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Clark’s research dramatically revealed the impact of old-fashioned racism on 
black children’s self-esteem. It ultimately proved a pivotal piece of testimony in the 1954 
Brown decision. As Chief Justice Warren stated then, “the soon-to-be-outlawed policy of 
separate but equal generates a feeling of inferiority as to their [blacks] status in the 
community that may affect their hearts and minds in a way unlikely ever to be undone” 
(qtd. in Waller, 1998, p.148). 
Waller (1998) asserts that a person might argue that the removal of segregation 
and the subsequent decline of racism have ameliorated the problem outlined by the 
courts. However, racism has not declined. Racism has transformed into new 
expressions. He asserts that racism still takes a toll on an individual’s self-esteem and 
self-confidence. Kenneth Clark conducted a set of nearly identical studies in the late 
1980s. At a national conference of psychologist in 1987, he reported that the self-esteem 
of black children was as destitute at that time as it had been 40 years earlier! Again, 
Clark posits: “What the children are telling us is that they see their color as the basis of 
self-rejection. We’ve tried to hide the damage racism does to black children, but the 
damage is there, and will continue as long as racism continues” (p. 148). For some black 
children and adults alike, the harm inflicted by racism can lead to a disabling self-hatred. 
Also, Waller implies that the impact of continual exposure to racism can go beyond 
lowering self-esteem and even lead to self-hatred. 
Naim Akbar,(1995) a psychologist, classifies such behavior as anti-self disorder: 
“overt and covert hostility towards the group of one’s origin and thus one’s self’ (p.186). 
In other words, blacks may be their own worst enemy. Therefore, I would like to reiterate 
the fact that black people must learn how to love themselves before they can learn to love 
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other groups. We, as an ethnic group, must first look within ourselves for solutions to 
help our children overcome pathological trends that plague them in schools and in the 
general population. 
One solution to this dreadful situation is the implementation of a strong academic 
curriculum combined with a critical pedagogy in the sociology of the black experience in 
impoverished urban schools. 
Summary 
The proposition of this dissertation is to evaluate an Afrocentric educational 
approach for conceptualizing the behavioral and learning style of black students, and to 
lay the foundation for devising educational strategies that complement black culture in 
public schools in impaired urban communities. It is a radical departure from the 
pedagogical pathology that plagued the educational systems of the past. The Afrocentric 
educational concept is designed to educate every black student successfully who is of a 
sound mind and body in this country. I posit that every poor black child can and will 
learn effectively, given that the literature unearthed in this dissertation is developed and 
implemented with respect to their learning style . Although, the research in this field is 
limited in scope, yet, it is potent. 
The review of the literature in this dissertation focused predominately on 
educational programs sensitive to black student’s culture and learning style. It is in no 
way intended to ignore the diversity of other ethnic groups in the learning process in 
America’s classrooms. I am trying to point educators toward cultural elements in 
education that might create success for black, Hispanics and other minority students of 
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various cultural backgrounds who are attending traditional schools in this country. Yet, 
my purpose in writing this dissertation is to evaluate an alternative educational program 
in an impaired urban school designed especially for successfully educating 
underprivileged black students. Such an alternative may mean departing from the views 
of the proponents of integration and the Civil Rights Movement of the 1950’s and 1960’s. 
This is a radical educational option because black children are failing dismally in the 
traditional educational setting in impoverished urban communities. 
The academic achievement of underprivileged black students in marred urban 
public schools across this country is distressing and in immediate need of correction. 
Throughout this dissertation researchers have documented this fact, and have 
concluded that the majority of disadvantaged and underrepresented black students fall 
into emptiness, desolation, and despair in traditional impoverished urban public schools 
and in the general population. Statistics shows that many black students are in dire need 
of a new educational program in order for them to obtain upward mobility in American 
society. 
An Afrocentric education in impaired urban schools in poor black communities 
where it is impossible to conform to the decision of Brown because of de facto 
segregation or residential segregation; this is a means of reform. Certainly there is room 
to question my conclusion. Indeed, there is no one solution to the multitude of problems 
facing underprivileged black children in America, but others may be found. What we do 
know, the current educational systems we have now is not working for the majority of 
undeserved black children in impaired urban neighborhoods. 
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The current of state of black America in respect to educating children successfully 
requires a retrospective look at the Supreme Court’s landmark decision in Brown v. 
Board of Education, which declared that the doctrine of “separate and equal”—rendered in 
the Court’s judgment in Plessy v. Ferguson-* was unconstitutional. Millions of black 
Americans rejoiced, and looked forward to sharing in the American dream. Yet, despite 
more than 40 years of desegregation mandates, segregation and its effects continue to 
plague underrepresented black children in marred urban public schools. The words from 
Langston Hughes’ poem, “A Raisin in the Sun,” echoes within my heart: “What happens 
to a dream deferred? Does it dry up, like a raisin in the sun?” I agree that the results of 
the Brown decision have made it better for a small segment of the black community— 
middle-class and affluent blacks. Unfortunately, a far larger population of economically 
disadvantaged blacks has not experienced the benefits of desegregation, much less 
integration. Too many of the millions of blacks that live in urban neighborhoods across 
the United States are underrepresented, underemployed, undereducated and underpaid. 
Instead of having the American dream, so many of them are living a nightmare in the land 
of opportunity. 
Waller (1998) asserts that whites can and will accept blacks abstractly, but cannot 
and will not accept blacks concretely. The majority of white liberals and conservatives 
rejected integration from the beginning. To many of them, the notion of an integrated 
society of Americans was unrealistic from the start, and to indigent blacks it was little 
more than a pipe dream. 
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Steinhom and Diggs-Brown (1999) assert: “Integration exists only in the time 
span between the first black student enrolling in the school and the last white student 
transferring out. Or the first black family moving in the community and the last white 
family moving out” (p. 11). 
If you would allow me to inteiject my theological background into this equation, 
perhaps we could come to an understanding of why the theory of integration did not work 
in 1954, and why it will not work in 2000. 
Dr. Martin Luther King Jr., once said that “the 11:00 a.m. hour on Sunday 
morning is still one of the most shameful tragedies of our nation’s history, because it is 
the most segregated hour in American society.” You can believe me or not, the choice is 
yours, but in all actuality, in the history of this country there has always been a parallel 
between church and state in society. If you cannot convince so-called religious people to 
worship together in the spirit of brotherly love, then how are you going to unify the 
secular community to come together in a racist, unjust and prejudiced society. Black 
people worship and praise God dissimilarly than white people in church services of the 
same religious denomination. 
I realize that the church is a sacred place of worship where theoretically, 
differences do not matter, but in practice they do exist and they count. In my church, 
where we have an international membership of about five million strong, there are 
distinctions among our own members. If we cannot get along with our own brothers and 
sisters in the Lord, then how are we ever going to get along with strangers of another 
ethnic group who hold misgivings and stereotypes against us. 
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According to Clemmons (1996) and Synan (1972), the late Bishop Charles H. 
Mason and Bishop Charles P. Jones founded my church, the Church of God and Christ in 
1897 in Lexington, Mississippi. Like many other holiness and Pentecostal bodies, the 
Church of God in Christ owed its existence to a strong and dominating founder in the 
personality of Bishop Mason. He stamped his personality on this church far more 
emphatically than any other holiness leader in his day. Bishop Mason outlived all the 
other founders of major holiness denominations, and during his lifetime he saw his 
organization become the largest Pentecostal denomination in the United States. 
Clemmons (1996) alleges that long before James Cone wrote God of the 
Oppressed, Mason’s gospel was a theology in the sociology of a black experience. His 
definition of this concept emphasized the struggle, hope and liberation of an oppressed 
people, in this life and in the world to come. Mason stressed that God’s judgment rested 
upon America because of its treatment of the destitute and oppressed. He believed that 
God is on the side of the widow, the orphan, and the downtrodden. Clemmons also posits 
that Mason believed in the preservation of slave religion, African culture, (Afrocentric), 
since he was the son of former slaves. Mason preached that the true sign of followers of 
Jesus Christ was that they love one another as Christ loved His Church. Mason’s 
theology was founded in Christology, because Christ is the beginning and the end in God. 
He believed that the blood of Christ was powerful enough to wash away the color line. 
Yes, the color line that W.E.B. Du Bois declared more than 65 years ago as one of the 
biggest problems facing the United States in the 20th century. And here we are again, 
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today, plagued with the identical problem of the color line as we embark upon the 21st 
century. 
Clemmons (1996) asserts that one of the greatest phenomena that occurred in 
Christianity since the conversion of Gentiles into the church in the 1st century, was the 
outbreak of the Holy Ghost on Azusa Street in Los Angeles, California, from 1905 to 
1908. For the first time in the history of Christianity in America, people worshipped 
together and inadvertently crossed the color line and denominations. The mix of 
Christians—and even some Jews—combined with the unusual interracial character of 
underprivileged whites and underrepresented blacks, numbering in the hundreds, baffled 
white theologians and the general population at large. 
Synan (1972) maintains that from its reorganization in 1907, the Church of God in 
Christ grew rapidly. He States: 
So great was Mason’s prestige, that many white 
Pentecostal ministers accepted ordination at his 
hands. Many whites joined because the Church 
of God was an incorporated denomination. As 
ordinate ministers of the Church of God in Christ, 
they could obtain clergy permits for riding the rail¬ 
roads and aid them in being bonded for wedding. 
From 1907 to 1914, the Church of God in Christ 
was an interracial organization (p.137). 
The celebration of racial harmony in the Pentecostal church was short-lived, 
because it was difficult for white men to subject themselves under the leadership of a 
black man, particularly in the segregated South. It was in the South where neo- 
Pentecostalism had its rebirth. Both groups of people, black and white Holy Rollers as 
88 
they where first called in the early 1900s, praised God in the spirit of brotherly love. This 
type of worship was not the norm of the day. When the dust settled down and reality set 
in, they all reverted to the status quo, and it was back to business as usual. Once again, 
blacks were worshipping in black churches and whites were praying in white churches. 
This is a prime example of the parallel reflections of the church and society in American 
history. When you look at to the early days of the Civil Rights Movement, the religious 
community came together in the spirit of brotherly love. Dr. Martin Luther King could 
not have pulled off such a monumental task without the assistance of white religious 
supporters. If you would review American history, you will come to agree with my 
opinion. 
Many white and black religious leaders and their parishioners have given up on 
the concept of integration, therefore, black worshipers have only a hope and a prayer that 
life will get better in America. Since I am a practical person, I posit that if the black 
community waits for white people and institutions to help our children capture the 
American dream, it will only be a dream deferred. Yet, Dr. Martin Luther King Jr. 
postulated that if we are to solve this problem, there must first be a real understanding 
and a commitment on the part of all religious organizations in this country. Everyone 
must work together to make the American dream possible for all of God’s children. 
According to Baker (1996), in 1991, Thurgood Marshall, summed up his final 
professional years to a gathering of black civil rights leaders. He stated: “We’re not 
gaining ground, my friends. We might be losing” (p.496). 
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Baker states that Marshall retired from the Supreme Court in 1991, due to poor 
health reasons. At his retirement news conference, he replied to reporters’ questions 
regarding the progression of blacks throughout the past 50 years he had spent as a lawyer 
andjudge: 
All I know, is that years ago, when I was 
a youngster, a Pullman porter told me that 
he had been in every city in this country... 
and he had never been in a city in the United 
States where he had to put his hand up in front 
of him to find out he was a Negro. I agree with 
him (p.496). 
She adds that Marshall died in January, 1993, at the age of eighty-five. He was 
given a hero’s burial at Arlington National Cemetery. Baker (1996) contends: 
Marshall died disheartened and frustrated 
because he whole heartily believed that America 
was a country of laws-laws that govern men-and 
that the Constitution guarantees every United States 
citizen the rights of equality, liberty, and prosperity. 
These and other benefits stated in the Constitution 
are granted. Marshall believed that the Constitution 
was the supreme law of the land (p.498) 
After fighting for integration for half a century, Marshall realized that the journey 
for equality, justice and equity for blacks had been a long and difficult one. He came to 
the conclusion that no man could make any laws, court orders, or any other directives that 
were ever going to eradicate 400 years of institutional racism, societal racism and 
discrimination, personal prejudice, injustice and inequality against black Americans. 
Waller (1998) maintains racism in America is just as ingrained in the fabric of our 
cultural identity as baseball and apple pie. I would like to paraphrase the words of Du 
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Bois spoken in 1935 with respect to desegregation in relation to the Emancipation in 
1863. When the Court’s decision in Brown was rendered declaring that the old doctrine 
of “separate but equal” was unconstitutional, “blacks rejoiced, stood for a moment in the 
sun, then they regressed to “separate but unequal” (Steinberg, 1995, p.205). 
The more things change, the more they remain the same. American public 
schools do not look any more different in 2000, than they did before 1954. In fact, 
American public education may even be worse now than it was before the Brown 
decision. This might be truer still for many poor black children living in poor urban 
dwellings, where the benefits of desegregation are only an illusion—a dream deferred. 
Many of these children will never experience the American dream in their lifetime in this 
country. They only hear the word “tomorrow.” Tomorrow is the only word I know that 
will never come to fruition because it is always coming but never arrives. When it 
arrives, it is today. The majority of black children dream of a better day, only to awaken 
to—a living nightmare of yesterday. In other words, it is deja vu for hundred thousands of 
underprivileged and low-income black children living in urban and ghetto community in 
America. There are two words in America society that has frustrated blacks to for 
hundreds of years in their pursuit for equity in American society, and they are “tomorrow” 
and “wait.” Each of these words has had a chilly effect and a dismal outcome in the lives 
of many blacks in this country. In addition, in the black community these words have 
similar meanings—they almost means “never.” Martin Luther King Jr. (1963/1994) 
explained the true meaning of “wait” in respect to blacks in this country, when he uttered 
these words, “justice too long delayed, is justice denied.” He posited: 
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For years now I have heard the word “Wait.” 
It rings in the ear of every Negro with a piercing 
familiarity. This “Wait” has almost meant “Never.” 
It has been a tranquilizing thalidomide, relieving the 
emotional stress for a moment, only to give birth to 
an ill-formed infant of frustration. I guess it is easy 
for those who have never felt the stinging darts of 
[De Facto] segregation to say, “Wait”...But when 
you have seen Negro brothers [and sisters] smother¬ 
ing in an airtight cage of poverty in the midst of an 
affluent society.. .Then you understand why we will 
find it difficult to wait (p.9-11). 
The debate continues because America is standing between a rock and a hard 
place. On one hand, our country is seemingly uncomfortable with the fact that racial 
integration has not been fully achieved. On the other hand, our society is somewhat 
uncomfortable with the way we implement integration—even when it seems as though 
racial hatred and division shows few signs of subsiding. 
Cose (1997) posits that America has become a multiracial society, yet we have not 
solved what W.E.B. Du Bois posed as the problem of the 20th century—the problem of 
the color line. 
Afrocentric educational schools in impoverished black urban communities might 
provide an answer to the problem of the color line. 
As Frederick Douglass once said, “No man can put a chain about the ankle of his 
fellow man without at least finding the other end fastened about his own neck” (Waller, 
1998, p.163). 
Nelson Mandela expresses the same concerns in his writings, when he said: “A 
man who takes away another man’s freedom is a prisoner of hatred; he is locked behind 
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the bars of prejudice and narrow-mindedness.. .The oppressed and the oppressor alike are 
robbed of their humanity” (Waller, 1998, p.163). 
An Affocentric education might render a solution for saving a generation of 
underprivileged black children from facing the bleak future that has plagued their fathers 
and mothers. The lives of numerous undeserved black children are at stake. Yet, 
underprivileged black children are not endangered alone. The entire country is threatened 
by the hopelessness and debilitating reality endured by impoverished black children. 
Members of the black community cannot sit back hoping and waiting for someone 
else to help their children. Educators, policymakers and parents must re-examine 
traditional remedies for school desegregation and reform. Integration can no longer be 
viewed as the only possible solution to the problem of successfully educating black 
children. 
One important factor to take into consideration for implementing Affocentric 
educational programs in schools in impoverished urban neighborhoods, many parents and 
community leaders are in support of them. Even policymakers who opposed these 
alternative programs in the past are coming out to endorse them. The NAACP is re¬ 
evaluating their position on busing in the integration formula. The sense of urgency felt 
by these stakeholders has led some of them to focus on Affocentric education as one way 
of minimizing institutional racism, societal racism and stereotypes that disadvantaged 
black children face in impaired urban schools. 
The hour is here, it is imperative that parents, policymakers and educators, who 
are interested in educating underprivileged black children, take control and make a 
promise to the countless number of disadvantaged black children who are continually 
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mis-educated in traditional marred urban schools. The review of the literature implies 
that the implementation of an Affocentric education in impaired urban schools is a grass¬ 
roots movement, led by major stakeholders of the black community. These stakeholders 
are in hope of finding the most optimal alternative educational programs, which 
impoverished black children, might be educated successfully in undeserved urban 
schools. 
In the process of researching for this paper, I had the privilege of meeting a non¬ 
minority male educator in Springfield, Massachusetts, who had a burning desire to make 
a positive difference in the lives of black and Hispanic males. Art Serota left a profitable 
law practice to found and to run The Learning Tree. Tucked into Springfield’s black 
community, and operating in a city with a 7.1 percent annual dropout rate, The Learning 
Tree is a family-style, tuition-free academic life support system, where underrepresented 
black and Hispanic males, who have failed dismally in traditional urban public schools, 
can prepare for college. The several conversations that I had with Serota were some of 
the high points of my research. Serota states: 
These kids are all capable of learning. But 
they get little family support because of 
institutional racism combined with poverty has 
destroyed their families. Meanwhile, self- 
discipline is hard to instill because of peer 
pressure. And most school teachers and administ¬ 
rators do not understand their lifestyle, struggles 
and culture. These people can’t identify with 
students who sit before them. They see them as 
dumb. They condemn them for behavior they can’t 
understand. They’re afraid of them. And many 
teachers are comfortable using teaching materials 
that are totally irrelevant to black children in the 
1990s (Personal Conversation, 1997). 
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For giving 150 percent of himself for the cause of educating disadvantaged black 
and Hispanic children, Serota earns half of what he made as an attorney. He works 
constantly, 24 hours a day and 7 days a week. He doesn’t take vacations and is not 
obsessed with worldly goods. He often sleeps on a sofa at the school, a small brick house 
owned by Springfield College. He has a small staff, he is The Learning Tree’s executive 
director, fund-raiser, financial manger, counselor, one of its teachers, father figure and 
chief lunch time cook. He drives kids to eye exams, gives them bus money, helps them 
sort out everything from housing crises to college entrance applications. The school’s 
1996 budget is about $900,000, more than half is solicited from donors and fundraising 
events. 
I have met many outstanding personalities in my life in the fields of Christian and 
secular education, and Serota is second to none. He changed my perception about having 
non-minority educators teaching black children in alternative urban schools. I wish there 
were more human beings of Serota’s caliber—black, white, yellow, red, or green- 
committed to suitably educating disadvantaged black children in our public schools. 
This entire dissertation is based on the premise of evaluating an Afrocentric 
educational program in an impaired urban neighborhood. And to observe if the concept 
of Afrocentricism is conductive for empowering hundreds of thousands of disadvantaged 
black students to share in the American dream. The dream of going to school and 
receiving the best quality of education they can, that would allow them to obtain a good 
job and enjoy the fruits of their labor. John Dewey once said, “the education that is best 
for the best of us, is also best for the rest of us.” I desire the best education to become a 
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reality for the rest of us, who are marginalized in American society, and at the top of the 
list are underprivileged black children. 
This dissertation is about evaluating and analyzing the learning style utilized in an 
existing Affocentric educational program in an impaired urban neighborhood. It is to 
delineate the development and concepts of the learning style that contribute to 
disadvantaged black children successfully learning in urban schools, since an 
overwhelming amount of the literature suggests that black children learn better using a 
relational style. The research also implies that black children learn best with a 
combination of a cognitive and an affective process. I hope these axioms would be 
evident in my fieldwork study. Researchers also suggest that teachers must learn how to 
make learning relevant and fun. When something is fun, when an activity is hands-on, 
children remember it better. They contend that most black children are emotional 
learners. Therefore, when activity has emotion attached, (affective or relational mode), 
and researchers assert that there is a chemical release in the brain that increases the 
strength of the memory of the event. In addition to applying an emotional twist to 
learning, they also claim that role-playing, simulations and cooperative groupings can all 
trigger emotions that make learning more memorable (Hale, 1986, & Wolfe, 1998). 
Hale (1986) asserts that educators should integrate more of the arts into the 
curriculum. Multiple Intelligences and Brain Compatible Teaching researchers suggest 
that music should be incorporated into the curriculum, for example, much more than just 
the early learning of the alphabet and counting games (Gardner, 1983 & Wolfe, 1998). 
Wolfe (1998) asserts that the brain simply does a better job of retaining information 
connected with rhythm and rhyme. Since Hale (1986) claims that black children absorb 
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more knowledge with respect to the music component of Multiple Intelligences, 
educators should allow a diversity of music in the classroom (Hale, 1986; Gardner, 1983, 
and Wolfe, 1998). 
This dissertation is also about understanding the differences between the black 
and non-minority cultures in America’s public schools, particularly in impaired urban 
schools. In addition, researchers assert that an individual’s culture determines their 
attitudes, beliefs, ideologies, and perceptions of other cultures. This chapter delineates 
the fact that unlike Europeans, who immigrated to this country to escape from poverty 
and social upheaval, Africans were forced to come America in chains and serve in 
degradation and live in social injustice. And it was the slave experience that shaped our 
idea of this land. Thus, the substantial differences between European and black cultures 
must be recognized, if we are to correctly understand the discrepancies between blacks 
and citizens of the dominate culture. Understanding the power of cultural influence in the 
lives of teachers and students when they interact with each other is crucial to successful 
teaching and learning. 
When I was young and growing up in the ghettos of New York City, I was taught 
in my history class that America was a melting pot. In my mind, being only a kid, I 
compared our nation to a pot of beef stew that my mother used to prepare for our dinner. 
The meal consisted of all kinds of vegetables, and on rare occasions, we had a variety of 
meat parts in our stew. The amazing thing is that when you ate the stew, you could not 
distinguish what kind of vegetables or meats you were eating. My brothers and sisters 
were happy when mother prepared her famous stew for dinner. Yet, in retrospect, the 
idea of America being a melting pot is not as clear as America resembling a tossed salad. 
97 
In a tossed salad you have a variety of vegetables: carrots, tomatoes, cucumbers, onions, 
etc. When you eat it, all of the vegetables keep their identity. Justice Marshall once said, 
“as to this country being a melting pot, either the Negro did not get in the pot or he did 
not get melted down.” 
The country that I grew up in was and remains an American tossed salad. 
American society consists of black olives, white potatoes, red beets, and yellow beans. 
Each uniquely different, but very important in the composition of our Republic. We live 
in a country based upon democracy, which was conceived in the spirit of struggle, hope 
and liberation. The words of the Declaration of Independence, so eloquently written by 
Thomas Jefferson and the preamble of the United States Constitution should have been 
written in gold. In it he writes: “We hold these truths to be self-evident; that all men are 
created equal; that they are endowed by their Creator with certain inalienable rights; that 
among these are life, liberty and the pursuit of happiness.” It is within this context that I 
strongly believe that black people all across this land must fight for what is rightfully 
theirs—life, liberty, and the pursuit of happiness. 
In the history of civilizations, no oppressor has ever given liberty to the oppressed 
solely on their request for it. The downtrodden people in any region of the world had to 
fight for their liberty. Patrick Henry said it best on the eve of the Revolutionary War: 
“Give me liberty or give me death.” England was not about to give him or the American 
colonies their liberty on merely words alone. They had to fight for it. And many of these 
men died for their rights for life and liberty, during their pursuit of happiness. 
Dr. Martin Luther King preached that the oppressor would not hand freedom to 
oppressed people on a silver platter. He advocated that blacks must be willing to stand up 
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and fight (nonviolently) for their freedom, even if it meant death. King also postulated 
that when moral people of good will remained silent on social evils, they are guilty of the 
sin of omission. Too many of my ancestors died that we may be free. I suppose that I 
was bom into this world to make it a better place for my children and their children. My 
contribution to the educational community is to fight for underrepresented, mis-educated, 
despised and rejected children, particularly underprivileged black children, so that their 
cries can be heard in this country. Though you put your fingers in your ears, it does not 
silence the cries of millions of underprivileged black students who are denied an 
education equal to their white counterparts. Though you close your eyes, or stick your 
head in the ground, it does not make the realities of racism; inequality, injustice, 
discrimination, or prejudices disappear. 
Throughout the history of this country, blacks have and continue to struggle to get 
a high quality of education for their children. Educational reforms during the past 50 
years have not improved the standard of living for the many impoverished black children 
living in slum and ghetto neighborhoods in America. I have heard the cliche, if it ain’t 
broke, don't fix it. For hundreds thousands of black children in impoverished urban 
neighborhoods, the traditional educational system was broke a long time ago. 
Consequently, the traditional models of reforms that usually manifest in poor urban 
school districts are already broken; thus we receive broken models of reforms. 
Hence, we need new pedagogical reform models for successfully educating black 
children in this country. If we tried everything else, and everything else failed, then we 
must try something new. I realize that most human beings are fearful of change. Yet, 
change is inevitable. I have no doubt that I was put on this earth to be an agent of change. 
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Impaired black urban communities are in need of a critical pedagogy in the sociology of 
the black experience. This new paradigm would permit educators to cut against the grain 
of traditional pedagogy, and teach in a black social context, which would implement the 
learning style of black children by incorporating a “relational style” conductive to their 
upward mobility into the mainstream of American society 
The goal of America’s public school system is to allow every citizen to reach his 
or her fullest potential in pursuit of a better quality of life, liberty, and happiness. This is 
in fact, the American dream. I conclude that educators, policymakers, and stakeholders of 
black neighborhoods, should pursue an Affocentric educational concept for those black 
children who are less fortunate and are in dire need of a quality education. This is why it 
is vital for this new paradigm to become a reality in our society. Without it, many more 
undeserved black students will be denied a successful education in a land of plenty. 
When I study the history of Israel in The Old Testament scriptures of the Holy 
Bible, emphasis are always placed on their history. The operative word in the Jewish 
faith is remember; the Old Testament is saturated with the word. Moses, considered to be 
the greatest prophet of the nation of Israel, commanded the children of God to always 
remember all of the acts that God had wrought to deliver them out of the land of Egypt. 
Joshua, the successor of Moses, echoes these directives to the children of Israel: 
“Remember all of the mighty works of God that enable you to procure the promise land”. 
Jews in every nation under the sun instruct their children to remember the Holocaust: 
“Tell your children, and charge them to tell their children about the history of their 
people.” 
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We, as black people must educate our children and their children to the truth 
about the sociology of the black experience in human history. The oppressor will not tell 
the whole truth about the black experience in this nation. Non-minorities have been very 
successful in telling part of the truth about human history-his part. If the truth were told, 
it would reveal the exploitation of blacks by whites in this land of liberty. It would speak 
out from the grave to reveal the atrocities of cattle slavery and how members of the 
dominant culture did everything within their power to dehumanize blacks. Truth would 
show how this country, through its courts, sanctioned that blacks were only 3/5 human. 
The majority of these facts have been administered in America’s public schools. I am of 
the opinion that traditional educational systems in America have been functioning under 
half-truths for too long. I am of the opinion that in the equation of deception, part-truth 
or half-truth is equivalent to a whole lie, because part-truth and half-truth are told with the 
intent to deceive. Black children have been mis-educated, misunderstood and mislabeled 
in public schools across America. Afrocentric education aims to rectify this injustice to 
blacks, who are falling further and further behind their white counterparts in public 
schools, especially in impaired urban communities. Afrocentric education seeks to right a 
terrible wrong that educators have brought upon black children attending public schools 
in this country. This new alternative educational model would serve as a safety net to 
catch hundreds of thousands of poor black students that fall through the educational 
cracks of traditional public schools in poor urban communities 
I realize that the concept of an Afrocentric education has caused a great 
controversy in the educational community for its radical approach. The concept of an 
Afrocentric education is the black community’s radical reaction to the horrendous results 
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experienced by many low-income and disadvantaged black students in most traditional 
educational systems in poor urban communities in America. 
Although there is a paucity of literature or insignificant evidence that supports the 
belief that an Affocentric Education Program in poor urban traditional public schools for 
educating low-income and disadvantaged black children would increase their academic 
achievement and afford them the opportunity of upward mobility into American society. 
Yet, I am of the opinion, that at least, such a program ought to have an opportunity to sink 
or swim on its own record. 
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CHAPTER El 
METHODOLOGY 
The methods and procedures presented in this dissertation include the overall 
approach and rationale, setting, data collection methods, sampling, data management and 
analysis, limitation of the study, role of the research, ethics and trustworthiness. Finally, 
a summary of methodology is presented at the end of the chapter. 
Overall Approach 
The methodology design applied in this dissertation is considered a qualitative 
research. Glatthom (1998) asserts that a qualitative research accentuates an event, in 
which reality resides in the perceptions of individuals. He adds: “Studies deriving from 
this perspective focus on meaning and understanding, taking place in naturally occurring 
situations” (p.34). 
Marshall & Rossman (1995) assert that qualitative research consists of various 
schools of thought; hence, there is no unique concept that any researcher can claim as the 
sole qualitative methodology of conducting research. They describe qualitative methods: 
Research that entails immersion in the 
everyday life of the setting chosen for 
study, values and seeks to discover 
participants’ perspectives on their 
worlds, views inquiry as an inter¬ 
active process between the researcher 
and the participants, is both des¬ 
criptive and analytic, and relies 
on peoples’ words and observable 
behavior as the primary data (p.4). 
The qualitative approach is used in this study to gather data through the process of 
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reviewing of documents, participant observations and in-depth interviews. Creswell 
(1994) explains that when researchers combine two or more data sources within the same 
research design, it is called triangulation. He adds that this method would neutralize bias 
that is commonly inherent in a singular source of data obtained by the researcher. Greene 
et al. in Creswell (1994, p. 175) list five purposes for combining the collection of data 
sources in a qualitative research design: 
Triangulation is the classic sense of seeking 
convergence of results. 
Complimentary, in that overlapping and 
different facts of a phenomenon may 
emerge (e.g., peeling the layers of an 
onion). 
Developmentally, wherein the first method 
is used sequentially to help the second met¬ 
hod. 
Initiation, wherein contradictions and fresh 
perspectives emerge. 
Expansion, wherein the mixed methods add 
scope and breadth to a study. 
Crowl (1993) contends that a qualitative approach is typically used to provide a 
narrative description of particular events as they are. As indicated by Bogdan and Biklen 
(1992), qualitative research design has the following major properties: 1. the natural 
setting is the data source and the researcher is the key data collection instrument; 2. it 
attempts primarily to describe and secondarily to analyze; 3. the concern is with process, 
that is, with what has transpired, as much as with outcome; 4. its data are analyzed 
inductively, as in putting together the parts of a puzzle; and 5. it is essentially concerned 
with what things mean. 
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The research was conducted based on a case study which is appropriate due to its 
uniqueness for any interpretation. According to Lincoln and Guba (1985), the case study 
report is conducive to the naturalistic paradigm, because the study deals with human 
beings where they interact with one another in a real environment associated with social 
issues. Lincoln and Guba (1985) claim that it is an advantage, especially when ongoing 
behavior is being documented, to employ case study methods so that the researcher can 
observe the possible changes in each participant’s behavior. The case study methodology 
also allows for triangulation. (“The act of bringing more than one source of data to bear 
on a single point”), by going to the participants’ natural habitat, interacting with them 
during the research. Triangulation is best utilized with data collection modes including 
interviewing, observation and reviewing documents (Marshall & Rossman, 1995, p.144). 
It is expedient to utilize the concept of triangulation with data collection modes including 
in-depth interviews (structured and unstructured), participant observation, and review of 
document. This approach is commonly used to seek convergence from the results of the 
data collected in order to minimize bias on the part of the researcher when analyzing the 
data (Creswell, 1994). 
Yin in Glatthom (1998, p.37) renders a very useful definition of the case study 
utilized in this dissertation. Yin posits: “A case study is an empirical inquiry that 
investigates a contemporary phenomenon within its real life context; when the boundaries 
between phenomenon and context are not clearly evident; and in which multiple sources 
of evidence are used.” In this same paragraph, Glatthom (1998) suggests that “you might 
undertake a case study of a charter school in its first year of operation” (p.37). In this 
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dissertation, I am undertaking a case study of a charter school in its first four years of 
operation. 
This research study is considered descriptive, evaluative, ethnographic and 
phenomenological. According to Gay (1987), descriptive studies are generally concerned 
with evaluating attitudes, perceptions, opinions, conditions, procedures, and demographic 
data. Marshall and Rossman (1995) posit that a descriptive study describes “the salient 
behavior, event, beliefs, attitudes, and structural processes occurring in the phenomenon” 
(p.41). Borg and Gall (1994) maintain that “descriptive studies have greatly increased 
our knowledge about what happens in schools” (p.81). Glatthom (1998) asserts that 
“evaluative research makes judgments about the merit or worth of educational programs, 
products and organizations” (p.36). He describes evaluative studies as formative or 
summative studies, i.e., the former are studies made of programs or products that are 
being developed, wherein the latter are studies made when it has been completed. 
Moreover, Glatthom (1998) implies that, “you might do an evaluation of a new 
standards-based curriculum, performing both formative and summative assessment” 
(p.37). According to Marshall and Rossman (1995), “phenomenology is the study of 
experiences and the ways in which we put them together to develop a worldview” (p.82). 
This research is considered to be descriptive, evaluative, ethnographic and 
phenomenological, because it describes and evaluates the strengths and weakness of a 
charter school in a poor urban community that was established to help low-income and 
disadvantaged black students overcome the traditional barriers to academic success 
through an Affocentric Educational Program. Furthermore, this research is considered to 
be phenomenological and ethnographic, because it was primarily designed to collect data 
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through in-depth interviews of participants, by the researcher immersing himself in the 
natural setting of the participants he was studying, and seeking to place the phenomena 
studied in social and cultural contexts in order to acquire meaning and understanding of 
their perspectives of the world in which they live. 
Glatthom (1998) describes ethnographic research as a “special type of case study 
research. It is distinguished from other types of case studies because it uses the theories 
and methods of anthropology to study the culture of schools and classrooms” (p.37). This 
dissertation, in part, focused on the roots, cultural backgrounds, and learning style of low- 
income black students at the Benjamin Banneker Charter School, with respect to 
evaluating an Afrocentric Educational Program for successfully educating poor black 
students in their natural surroundings. 
This type of research design was meaningful for this dissertation because it helped 
the researcher to obtain a better understanding of the culture and climate of a school or 
classroom, particularly the philosophy of an Afrocentric educational design. 
Furthermore, this kind of research design had been useful because it helped the researcher 
to fully understand the backgrounds, culture and learning style of black students, 
particularly impoverished black students in traditional poor urban schools in America. 
This type of study made it possible for the researcher to investigate the kinds of processes 
and procedures schools undertake to change their paradigms to the commitment of 
educating every child successfully, regardless of skin color, the depth of parents’ 
pockets, or the neighborhood and size of the house he or she live in. 
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The Setting 
The primary setting of this study is the Benjamin Banneker Charter School 
(BBCS) in Cambridge, Massachusetts. The community stands out for its unique mix of 
cultural and social diversity, knowledge and innovation. The city is home to two of the 
nation’s most distinguished institutions of higher learning known all over the world- 
Harvard University and the Massachusetts Institute of Technology. The population of 
Cambridge, according to the 2000 United States Census, was approximately 102,200. 
More than one-fourth of its residents are college students, while one-sixth of its jobs are 
in higher education. The census also reported that 69.3 percent of the residents were 
white, 12.1% black, 8.1% Asian, 7.5% Hispanic, and 3% were Native American and 
other ethnic groups. The median family income was approximately $47,000 and the 
average annual wage was about $47,000 in 2000. (Massachusetts Municipal Profiles 
2001). 
According to the DOE (2001), there are approximately 7,300 students in grades 
Kindergarten through 12 attending 16 public schools in Cambridge. There are 14 
elementary schools, one middle school from grades 5-8, and one high school from grades 
9-12 in the 2000/01 school year, (www.doe.mass.edu/pic.www/prd049.htm). 
Charter Schools 
Charter schools, such as the Benjamin Banneker, are state legislated public 
schools created as a response to public outcries of concern from policymakers, educators, 
parents, and major stakeholders, who demanded major reforms in the education of their 
children. The Massachusetts Education Reform Act of 1993 gave birth to charter schools 
statewide (BBCS, Annual Report, 1999). 
The North Regional Educational Laboratory (NCREL) (1995) asserts that charter 
schools are subject to open their door to all students. These schools cannot discriminate 
against any student regardless of social, academic, or physical ability. Charter schools 
cannot be associated with any religious denomination. The full protection of the 14 
Amendment of the U.S. Constitution and Title VI, Title IX and P.S. Law 142 are applied 
to all students. Birket (2000) posited: 
Most students enrolled in charter schools 
are admitted through a lottery system; 
names of interested students are chosen 
randomly to fill the charter school’s 
available spaces. Students do not need 
to go through a selective application 
process or score well on tests for 
admission. Parents only need to apply 
to the school and wait for the child’s 
name to be called through the lottery 
process (p.14). 
A special feature of charter schools is that they may set up their educational 
programs to meet the needs of a distinct problem facing a certain community. Hale 
(1986) has documented studies verifying that black children arrive at school with a 
distinct culture and distinct behavior style. Therefore, for some parents and major 
stakeholders in disadvantaged urban communities, charter schools are viewed as being 
creative and innovative to meet the total needs of their children in order to educate them 
successfully. “The mission of the Benjamin Banneker Charter School is to help minority 
students overcome the traditional barriers to academic success, and to provide all 
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Cambridge youth with an educational opportunity to develop their talents, fulfill their 
potential, and excel in all areas of life” (BBCS, Annual Report, 1999, p.3). 
Birkett (2000) asserts that charter schools are different from public schools in that 
these schools are governed by their own board and not elected school committee 
members. Therefore, bureaucracy and other red tape policies that impede teachers’ 
innovations in the classrooms in traditional pubic schools do not occur in most charter 
schools. Teachers are free to teach “outside of the box.” They are free to be creative for 
the enhancement of students’ academic achievement. In a charter school, if teachers are 
not performing to the standards of academic excellence and expectation for students, 
teachers can be fired without a great deal of red tape. In a public school, firing a teacher 
with professional status is almost impossible without litigation and written evaluations 
documenting his or her incompetency. For instance, we have an incompetent teacher of 
mathematics who has been teaching in our school district for more than 30 years. My 
wife was a student of his in the early 1980s and she stated that, “he was the worst teacher 
I ever had. He didn’t teach us, all he did was read the newspaper, and he got mad when 
you went up to his desk to ask him a question. That’s why I don’t know that much math 
today.” My sister-in-law had this same teacher in the early 1990s and she expresses the 
same sentiments as my wife. This year my principal asked me to put additional pressure 
on him by conducting weekly informal and formal evaluations and requesting him to 
submit a complete lesson plan for each class. For my first informal evaluation of him, he 
did not have a lesson plan, students were passive learners, demonstrating that he was ill 
equipped for teaching and learning to be evident in his classroom. The best case situation 
that can possibly come out of this strategy is that the teacher becomes frustrated until he 
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requests a transfer to another school. Yet, in the final analysis, it’s the students who are 
damaged, particularly lower level poor black and Hispanic students. An ironic 
occurrence that continues to be practiced in traditional public schools is that competent 
teachers teach the best and brightest student. At the other end of the spectrum, 
incompetent teachers teach low-level and behavioral problem students. If this same 
situation occurred in a charter school, incompetent teachers would be fired at the end of 
the academic year at the discretion of the executive director. 
Sandy Coleman, in a report for the Boston Globe ( February, 12, 2001, B1,B4) 
said “14,476 students in Massachusetts are attending charter schools this year, up from 
2,623 in the 1995/96 school year.” In addition, she asserted that the State of 
Massachusetts’ Board of Education was contemplating reviewing 17 proposals for 
opening up additional charter schools for the academic year of 2001/02, joining the 40 
schools already in existence. Ms. Coleman maintained that administrators who oversee 
the day-to-day operation of a charter school can once again taste the freedom they had 
prior to the Educational Reform Act of 1993. She posited that these administrators say 
the freedom is refreshing, and they crave the opportunity to create positive changes in 
education, without the bureaucracy ordinarily associated with traditional public schools in 
large urban communities. 
The revenue for charter schools is supplied by the state in terms of the per pupil 
expenditure of their previous school district. When students leave their local school to 
enroll in a charter school, public school money follows the student. The former school 
district loses the student’s per pupil expenditure to the charter school (NCEL, 1995). 
According to BBCS Annual Report (1999), the sending school district receives 100 
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percent of pupil expenditure the first year while students are attending charter school in 
Massachusetts, 60 percent the second year and 40 percent the third year. After the third 
year the sending school district receive zero percent of pupil expenditure. BBCS also 
solicits private businesses for additional funds and equipment to meet the total need of 
their students. 
According to NCEL (1995), charter schools are held to high expectations and 
standards, and they are also performance-oriented. The state and local school boards 
grant charter schools for a period of three to five years. They must show significant 
improvement in students’ academic achievement and in overall operation of the school in 
order to have a charter renewed. Mr. Birkett asserted that Banneker would be evaluated 
for their charter renewal in the school year of 2000/01. 
According to the Center for Education Reform (CER) (2000), the majority of 
charter schools in the state of Massachusetts are meeting the needs of low-income and 
disadvantaged black children and putting pressure on traditional public schools to 
improve in the way they teach indigent black and underprivileged students. The CER 
(1999) reported its findings on the racial profiles in charter schools in Massachusetts in 
the academic year 1998/99. The report stated: 
A yearly review of the status of charter 
schools that analyzes demographic, such 
as the fact that forty-three percent of 
charter school students are racial or 
ethnic minorities compared with twenty- 
three percent on average in the state. 
Thirty-eight percent of charter school 
students are from low-income families 
compared to a state average of 26%, 
and demand continues to exceed supply, 
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with a ratio of 5.1 interested applicants 
for every slot (www.edreform.com/pub/ 
charter, p. 3). 
Given the aforementioned CER information, it is clear that charter schools have 
been a welcome relief in impoverished black urban communities. So far, according to the 
CER (2000), the number of state approved charter schools operating in Massachusetts is 
39 “Commonwealth” charters and 13 district conversion charters, called “Horace Mann” 
schools. According to Birkett (2000), some of the charter school operating in 
Massachusetts that are classified as “Commonwealth” charter schools, are actually “for- 
profit” charter schools. Although, charters may not be granted directly to for-profit 
organizations, according to the CER (2000), charter schools’ governing boards may 
contract with for-profit organizations to operate the school. 
Birkett (2000) asserted that the jury was still out on the overall performance of 
for-profit charter schools in Massachusetts. He maintained that the concept of for-profit 
charter schools is to operate schools like a business and make a profit for their investors. 
They perceive students and parents as customers and their school as a product. If the 
schools do not meet the needs and demands of the customers, the school is closed down. 
Birkett (2000) describes the three types of charter schools operating in Massachusetts: 
1. Commonwealth is a charter school created 
from scratch by teachers, parents, or com¬ 
munity members with a particular approach 
to educating children independently from 
local school districts. ( BBCS is an 
example of a commonwealth charter school). 
2. Horace Mann is a charter school created 
by the local school district. These schools 
operate independently and are exempted * 
from certain district regulations, while still 
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being a part of the local school system. 
(SABIS International Charter School in 
Springfield, MA, is example of a Horace 
Mann charter school). * These schools 
do not need teacher union support. 
3. For-Profit is a newly created, independent 
school run by a for-profit management com¬ 
pany. A specific local charter school be¬ 
longs to the company, which frequently has 
or plans to start schools in other locations as 
well. The management company usually has 
control over the kind of curriculum used and 
the hiring of teachers and staff. ( The Boston 
Renaissance Charter School in MA, 
is an example of a for-profit charter school). 
Birkett (2000) noted that Horace Mann charter school conversions must be 
approved by both local school committees and teacher unions. For Commonwealth 
charter schools, including for-profit charter schools, preference may be given to schools 
that demonstrate local support, but these charter schools do not need teacher union 
support. 
The Genesis of Beniamin Banneker Charter School 
An elite group of concerned parents and policymakers of the black community in 
Cambridge were inspired with the concept of implementing an Afrocentric education in 
their neighborhood. These stakeholders were dismayed by the overall academic 
achievement of their children. Many of their children were “falling through the cracks” in 
traditional public schools in their community (Personal Communication, with Mr. 
Edward Harris, 2000). 
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The Benjamin Banneker Charter School derived its name from Benjamin 
Banneker, a renowned black freeborn scholar from the 18th century. He was a 
mathematician, astronomer, essayist and surveyor who helped to lay out the nation’s 
capital. He also made the first clock wholly constructed in this country. The BBCS offers 
children the opportunity, to reach their fullest potential to be the best they can be. The 
educational programs are centered on an Affocentric education, but there is a strong focus 
on mathematics and science. The educational programs have high expectations and 
standards. When the school first opened its doors in 1996, grades kindergarten through 
five were taught around Affocentric themes. Affocentric activities for teachers, staff and 
children included dressing, dancing, eating; expectations were high but the standards 
were low. The Board of Directors fired the executive director and hired Frederick A. 
Birkett for the position. Mr. Birkett stated in our first conversation telephone-: “An 
outward show of Affocentrism is good in its respectful place for the self-esteem of black 
children. Yet, before you can teach a child about Benjamin Banneker, a child must first 
be able to read, write, and do the math” (Personal Communication, 2000). 
The BBCS ranges ffom grades pre-k to 8. There are currently 325 students— 
approximately 97 percent black—enrolled for the 2000/01 academic year. The school is 
unique because students, and teachers as well, have high expectations and standards to 
live up to. At present, 95 percent of the teachers are certified in the subject they teach, and 
more than 85 percent of them have, or are engaged in receiving, advanced degrees. 
The philosophy of BBCS is to accept children where they are: developmentally, 
socially, culturally and academically. Educating the total needs of the child demands 
ongoing communication between students, teachers and parents. The roots, culture, 
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needs, learning and behavior styles of the children are taken into consideration when 
teaching them. A major and unique factor about the BBCS curricula is its sensitivity to 
the needs of its particular student population. In addition, the curriculum includes 
mathematics, science, English, Spanish, special education, computer instruction, music, 
art, and physical education. All of these disciplines have an Affocentric theme and 
correlating textbooks, where black children see themselves at the center and not the 
periphery in human history. 
The physical plant consists of two buildings located in a predominantly black 
neighborhood, and it is leased from the Archdiocese of Boston. The neighborhood has 
the overtones of a disadvantaged urban community. The main building is a three-story 
structure that houses the classrooms, cafeteria, gym, auditorium, laboratories, and offices. 
The other structure is a two-story building, which consists of the administration offices, 
library, kitchen, offices and conference room (BBCS, 1999). 
I found out about this school through Jim Caradonio, superintendent of Worcester 
Public Schools. He worked in Cambridge prior to coming to Worcester. It took me 
several weeks of calling before I had the opportunity to speak with the executive director 
on the telephone. I took the day off from my job at Doherty Memorial High to spent 
meeting with the executive director, Mr. Birkett and observing classrooms at Banneker. 
We discussed my proposed research, and after a few hours of interacting we bonded. We 
talked about our experiences of growing up in New York City. He lived in the Bronx and 
graduated from Dewitt Clinton High School. I was raised in Queens and graduated from 
Boys High School in Brooklyn. Clinton and Boys High were rivals in sports. In 1968, 
Clinton defeated Boys High for the city’s basketball championship. In one sense, I was 
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glad Clinton walked away from the game victorious. Perhaps this was a key point to my 
gaining access to BBCS! 
I selected BBCS for my research site for two reasons. First, it is the only school 
that has an Afrocentric educational theme rooted in its schools’ culture and climate within 
my geographical area. Secondly, the school has a student body that is approximately 97 
percent black; BBCS was designed to meet the total needs of these children, who are 
from disadvantaged backgrounds, because many of them are marginalized from the 
mainstream of American society. This format offered me a lifetime opportunity in to 
actively observe a new movement of charter schools re: Afrocentrism. I am grateful that 
the school showed some excitement about our relationship in this project. The executive 
director agreed to let me to conduct my research at BBCS. His charisma made it possible 
for me to conduct my research since he assured his staff I was an okay individual. His 
staff accepted me based solely on his words. 
Data Collection Methods 
The data was collection through participant observation, structured and non- 
structured interviews, and the review of documents. Every effort was made to have 
representation from various stakeholders of the Banneker community, which included, 
policymakers, Board of Trustees, staff and faculty, and parents and students. The 
following three sections provide details of the procedures used for the data collection. 
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Conducting the Personal Interviews 
Lincoln and Guba (1985) maintain that structured and non-structured interviews 
are data collection methods used in qualitative research. They assert that during the 
interview, it is of uttermost importance for the researcher to be observant and keep field 
notes that capture expressions and non-verbal cues being conveyed while the interviewing 
process is taking place. Structured interviews are based on the concept of framing 
appropriate questions beforehand to seek out information that is not known to the 
researcher. On the other hand, unstructured interviews mainly consist of ad-lib or 
improvised questions that come to mind during the interview. Non-structured interviews 
allow the participants and the researcher to respond spontaneously to broad issues that 
may develop during the process, instead of relying upon the researcher’s notion of what is 
really important. 
Marshall and Rossman (1995) give a rational explanation for and the value of 
conducting ethnographic interviews: 
Based on the discipline of cognitive anthro¬ 
pology ethnographic interviewing elicits the 
cognitive structures guiding participants’ 
worldviews. Described as ‘particular kind of 
speech event’ (Spradley, 1979, p. 18), 
ethnographic questions are used by the 
ethnographer to gather cultural data. The value 
of the ethnographic interview lies in its focus 
on culture through the participant’s perspective and 
through a firsthand encounter (p.81-83). 
Although I initially interviewed 30 volunteer participants I narrowed the scope to 
20 interviews for this case study. This was due to the continual repetition of information. 
Many identical statements in response to specific questions and research questions were 
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made by parents and students. For example, “How are students performing at BBCS ?” 
Elicited, “My child is doing well at Banneker, she or he is receiving more high quality 
and challenging work at this school than at his or her previous school in the city.” 
Students would utter the same sentiments in respect to the aforementioned question 
above, such as, “I learn so many things here that I did not know at my previous school.” 
Approximately 90% of parents and students uttered identical statements in response to 
my questions. Much of the information I received from participants in the personal 
interviews was redundant. 
The interviews were conducted both at the school during regular working hours 
and also in the late afternoon and evening, such as 5:00-to-8:00 p.m. Some of the 
interviews took place at student’s homes on Saturdays, including over dinner with some 
of the interview participants. In addition, I invited some of the faculty and staff out to 
lunch or dinner during the evenings and on Saturdays so we could informally discuss my 
research questions pertaining to this research study. Growing familiarity with their 
school, homes and community made it possible to establish rapport and assurance in the 
Banneker community. Interviews ranged from 15-to-90 minutes, depending 
circumstances of the meeting. There were no significant differences between the time 
span of structured and unstructured interviews; both depended on the time, location and 
circumstances of the individuals interviewed. 
Four basic general research questions framed participants’ interviews for this case 
study, and they are the following: 
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1. What are the perspectives on the advantages or disadvantages of an Affocentric 
education for teaching underprivileged black students in public or charter schools in 
impoverished urban communities? 
2. How are students performing at the Benjamin Banneker Charter School? What does 
BBCS students have to do to be viewed as being successful by students and educators in 
traditional educational programs? What does BBCS students have to do to be viewed as 
being successful by members of the community? Can the faculty and staff support the 
academic improvement of a BBCS student with respect to the outcome on standard tests 
such as the MCAS, Stanford-9 Achievement Test, Iowa Achievement Test or any one of 
the well-known national norm reference tests? How does the faculty, parents and 
community measure a BBCS student’s improvement in his or her self-awareness and self¬ 
esteem in school, home or community? 
3. What types of learning styles are manifested in classrooms or within the halls of the 
school? What type of learning style, if any, does the executive director or curriculum 
director emphasize teachers to facilitate in their classrooms? 
4. Since the Afrocentric education paradigm is a radical departure from the concepts of 
integration and the civil rights movement, how do the major stakeholders of 
disadvantaged black children in marred urban schools perceive an Afrocentric education? 
While I was conducting the personal interviews, I noticed that when I asked 
parents and students about what were their perspectives on the advantages or 
disadvantages of an Affocentric education for teaching underprivileged black students in 
public or charter schools in impoverished urban communities? Many of them appeared 
to be confused as to what I was asking them. Many of them did not understand the 
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concept of an Affocentric educational model, therefore, I explained it to them in such a 
manner that they could respond with a sense of ownership of their statements. I 
interchanged the Affocentric educational motif to a multicultural educational approach, 
and then asked them what is your opinion about teaching black students about 
multicultural studies at Banneker. Many of the parents and students seemed that they felt 
more comfortable with the term of multicultural. This was true among certain portions of 
the staff and faculty as well, except for the few staff and faculty members who were at the 
school when it opened in the fall of 1996. 
Research question #3 caused somewhat of a misunderstanding when posed to the 
majority of the participants’ interviewees, such as: “What types of learning styles are 
manifested in classrooms or within the halls of the school? What type of learning style, if 
any, does the executive director or curriculum director emphasize teacher to facilitate in 
their classroom?” This question when posed to the executive director, curriculum and 
faculty did not render the response I was seeking. Approximately 98% of the participants 
questioned in respect to question #3 rendered responses relating to learning styles to that 
of Howard Gardner’s concepts of learning styles associated with his teaching of multiple 
intelligences. I explained to the participants the concept of learning styles that I was 
referring to in respect to the research question was associated to the concepts of Asa 
Hilliards, Lisa Delpit and Gloria Ladson-Billings, naming three black scholars who 
emphasize that black children might have a better probability of mastery and processing 
information through a relational motif. After I explained to the participants that a 
relational motif consisted of building strong relationships centered around students in 
respect to their own experiences in a caring and meaningful manner, it seemed as though 
121 
a light came on in their heads and the participants were able to engage in the interview. I 
modified question #3 to: “What are some of the personal traits or methods that teachers 
use at Banneker to teach or interact with students in the classroom in order for black 
students to master the material being taught?” Many responses to this modified research 
question consisted of the following statements: “I use different methods in my class 
depending on the information that I’m trying to get across to my students, i.e., sometimes 
I use hands on material, overhead projectors, or computers.” Perhaps 5% of the faculty 
and staff were able to render responses that related to the original research question 
involving students learning styles. One of the teachers was a white female, Teri Price, 
who told me that she had the opportunity of attending a seminar on multicultural 
education that featured Gloria Ladson-Billings as the keynote speaker. Teri Price, a 
second grade teacher, has been teaching at Banneker since the fall of 1996. She is among 
the original faculty members and she shared a great deal of information with me 
concerning the history of the school. She also advised me to purchase a book authored by 
a white teacher who taught black students in a suburban community titled White Teacher 
by Vivian Gussin Paley. Teri was among the few faculty and staff members able to 
relate the aforementioned research question to the response that I anticipated. Due to the 
confusion that this question generated among the participants involved in the interviews, I 
addressed this question in the participant observation section of this chapter. 
In this case study, I felt compelled to use the method of ethnographic interviewing 
because I was describing and evaluating an Affocentric paradigm for successfully 
educating poor black students in a urban community. I felt this kind of approach was 
vital to interpreting behavior based on black students’ backgrounds and culture in 
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conjunction with their learning styles, especially to those groups which felt 
disenfranchised by being black in a “white” world. Generally my understanding is that no 
one can fully understand another individual until the person is first understood. Many 
non-minority teachers do not understand poor black students, and in the final analysis, a 
great many of black students are mis-educated due to mis-communication in the current 
educational system. In order to know and understand a person, that person must first 
speak. It is through the spoken word that individuals reveal the essence of who and what 
they are. Consequently, whether it is structured, non-structured, in-depth, ethnographic, 
phenomenological, or elite interviewing, the primary elements used in interacting are the 
oral transmission of the spoken word and non-verbal cues, which are the main elements 
in learning and understanding the behavior of the participants being studied during the 
research process. 
The Review of Documents 
Marshall and Rossman (1995) confirm that in addition to observation and 
interviewing methods in qualitative research, “the review of documents is an unobtrusive 
method,” that is paramount in determining the unseen elements that lie within the 
individual’s environment, where the research is being conducted (p.85). 
In the process of conducting this case study, I reviewed a great many documents 
concerning the creation of and its present day-to-day operation of BBCS, which include 
the following: 1. Banneker’s annual report from 1997/98-to-1999/00 academic years and; 
2. The parents’ handbook from the academic years of 1997/98-to-2000/01. These 
official school documents were relevant to this research design because they contained 
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the school’s mission and philosophy statement. In addition to these items, other official 
documents were used which consisted of newspaper articles written about the school, 
evaluations of the school, curricula, budget, textbooks, etc., ranging from 1996 until 
2001. Moreover, classified documents were given me to read to assess the strengths and 
weakness of the school and the overall performance of Banneker by Mr. Birkett, such as: 
1. The Crikett Report (1997); 2. The State Site Visit Report (1999); 3. Banneker’s 
Renewal Charter Application (2000) and; 4. The Site Visit Renewal Report (2000) which 
allowed for the accuracy of this research. I was privileged to have access to these vital 
documents, which provided important current information lending legitimacy to this 
research design, and to the overall evaluation of the school. The Original Charter 
Proposal (1995) and Banneker’s accountability plan (1996) aided this research study by 
adding the rich history of Banneker as seen through the eyes of the original founders of 
the Benjamin Banneker Charter School. 
Sampling 
The population for this study included a sample of administrators, teachers, staff, 
students, parents and policymakers from BBCS community. The sampling design for this 
population was a single stage, wherein the researcher had access to names in the 
population and could sample the people directly (Creswell, 1994). Each individual in the 
sample was selected based on position or status at the school and in the Banneker 
community at large. Creswell (1994) also contends that this “selected population will be 
stratified so that specific characteristics are represented in the sample and the sample 
reflects the true characteristics of the population” (p. 119-120). This method of sampling 
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was important to this qualitative research design because it involved the true reflection of 
opinions from a target population under investigation. Some of the major stakeholders of 
the Banneker community participated in this study and engaged in structured and 
unstructured interviews to ensure that a true reflection of the sample population could be 
accomplished. 
Participants Observation 
Marshall and Rossman (1995) emphasize that “observation entails the systematic 
noting and recording of events, behavior, and artifact (objects) in the social setting chosen 
for study” (p.79). Glatthom (1998) asserts that observational methods place the observer 
directly in the context that is being studied. In the final analysis, observation holds one 
accountable for accurate interpretation of the data collected as events unfold among 
participants in their natural setting. It is my understanding through reading about 
qualitative research, that observation is a primary means of obtaining firsthand knowledge 
about human beings’ attitudes, perceptions, beliefs and values. It was important to use 
observation as a method for this qualitative study because it lies at the very heart of this 
type of research. Marshall and Rossman (1995) posit that it is through observation that 
the researcher gets a better understanding of the behaviors and meanings of the 
participants being studied. According to Hale (1986), black children are masters at 
reading non-verbal cues from their teachers in the classroom. Therefore, it is only fitting 
that for this research design, I observed the interaction of students and teachers in the 
classroom. Marshall and Rossman (1995) assert that participant observation allows the 
researcher to become a part of the participant’s natural setting in order to learn about their 
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actions and the meaning attached to those actions as events occur. In other words, 
participant observation allows a researcher to see, hear, and sense the true meanings of 
intangible and tangible relationships between the participants within their natural 
environment as things among them transpires. 
In this study I observed a total of 30 sections of teachers and students in the 
classrooms, faculty meetings, staff development meetings and committee meetings. 
These observation sections included observing faculty and staff in informal gatherings in 
the office, lunchroom, during extracurricular activities, and in various locations as 
situations happened during the duration of my fieldwork. Furthermore, I observed 
parents and students in their homes during evening hours and on weekends. I observed 
every class at least one time for at least 30 minutes and classes that pertained to this case 
study, i.e., Afrocentric education motif, that I observed in history classes, English classes 
and in most of the elementary grades. I observed a heavy concentration of Afrocentrism 
in the elementary grades, especially in Teri Price’s second grade class. I also observed a 
great deal of Afrocentric education in Steve Black’s seventh grade history and in Mr. 
Fray’s eighth grade English I observed these teachers interacting with their students at 
least three times during this case study design. I stayed in these classes for at least a hour 
during each observation. I also observe the interactions of the participants in general as 
they went about conducting their daily business. I observed every classroom once for at 
least 30 minutes during the duration of this case study design. 
During the collection of data through participant observation, I immersed myself 
into the participants’ natural setting until students were under the impression that I was a 
new faculty at Banneker. When I went back to Banneker for the new academic year of 
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2000/01, new faculty and staff members were also of the opinion that I was a new faculty 
member. During the duration of my fieldwork for this case study design, I became a part 
of the Banneker community by immersing myself into the participants’ natural setting, 
i.e., their school and homes. While I was conducting this case study and collecting data 
through the approach of participant observation I sat in on important faculty meeting 
where very delicate information and material were delivered and discussed. The faculty 
made me comfortable in their environment. During those moments when things were 
said or done in faculty meeting or in private conversation with Mr. Birkett or when other 
faculty or staff members told me that this is off the record, immediately stopped the 
auidotape record, placed my pen on my writing pad and listened to what they had to say. 
Most of the times many of them were only venting their frustration to an empathic ear. I 
promised them that I wold not write anything in my dissertation that they did not want to 
be public knowledge without their consent. This is where I gained their confidence, 
wherein they felt that it was safe to disclose classified data and that I would use it against 
them or the school. It was during setting such as this, I obtained firsthand knowledge 
about their attitudes, perceptions, beliefs and vaules—relating to concepts of a special 
case study.. .ethnography. In addition, through the process of participant observation I 
was able to see, hear and experience what was actually happening at the school. This 
allowed me to obtained a firsthand knowledge of the participants behavior and a fuller 
understanding associated to those behavior. It was through this kind of research design 
that I obtained a meaningful understanding of the culture and climate that permeates 
throughout the walls of Banneker—Affocentrism is felt through participant observation 
of the subjects in their natural environment. 
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Data Management and Analysis 
According to Patton (1980), managing and analyzing qualitative data is a 
monumental task. He points out: 
The data generated by qualitative methods 
are voluminous. I have found no way of pre¬ 
paring students for the sheer massive volumes 
of information with which they will find 
themselves confronted when data collection 
has ended. Sitting down to make sense out 
of the pages of interviews and whole files of 
field notes can be overwhelming (p.297). 
Marshall and Rossman (1995) concur with Patton adding: 
Data analysis is the process of bringing 
order, structure, and meaning to the mass 
of collected data. It is a messy, 
ambiguous, time-consuming creative, and 
fascinating process (p. 111). 
During the duration of conducting my fieldwork for this case study through the 
processes of participant observation conducting personal interviews and I took hand¬ 
written field notes that summarized what had happened during the observation period and 
during the personal interview sections. I recorded these notes on the tape recorder, and 
later my wife transcribed the information into the computer. 
In addition, audiotapes were used during most of the interview process to make a 
complete record of the dialogue between participants and researcher. A transcript of each 
interview was created, analyzed and interpreted. This method allowed for a systematic 
reconstruction of each interview, assuring completeness of thought. The written 
transcript provided an orderly sequence of the conversation between the two parties 
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(Creswell, 1994). During the interviews notes were written to highlight non-verbal cues, 
attitudes and other important incidents that occurred between both parties involved in 
discussion. In order to analyze the voluminous data collected, transcripts were read by 
my wife, my secretary at school and I. Readers underscored sections of each transcript 
that they though would add to the understanding of those stakeholders on the Banneker 
community. 
The Role of the Researcher 
Creswell (1994) posits: “Qualitative research is interpretative research. As such, 
the biases, values, and judgment of the researcher become stated explicitly in the research 
report” (p.147). Marshall and Rossman (1995) write: 
In qualitative studies, the researcher is 
the “instrument”. Her presence in the 
lives of the participants invited to be part 
of the study is fundamental to the paradigm. 
Whether that presence is sustained and intensive, 
as in long-term ethnographies, or whether 
relatively brief but personal, as in in-depth 
interview studies, the researcher enters into 
the lives of the participants (p.59). 
I have been interacting with children in the field of education for more than 25 
years. I served as a Christian Educational Director, teacher of mathematics and school 
administrator in rural and urban communities. I became interested in the welfare of 
educating indigent black students, while taking an educational course at Lehman College, 
in Bronx, New York, called School and Community. In class, I was responsible for 
reporting on a social issue that pertained to the academic achievement of low-income and 
disadvantaged black male attending public schools in urban communities in America. 
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Plus, while I was researching for my thesis project, which dealt with the academic 
achievement of black students in the field of mathematics, I began to read about the low 
academic standing and dismal state of black students in public schools, particularly in 
impoverished neighborhoods. The black community was seeking radical educational 
reforms to the traditional educational system. Some educators were attempting to 
establish single-sex schools for black males, while others were calling on policymakers to 
pass laws to create charter schools. Some were seeking to start schools that would be 
centered on the total needs of black students. Educators in the personalities of James 
Banks, Molefi Kete Asante, and Jawanza Kunjufu, naming only a few, advocated black 
studies ranging from Multicultural to Afrocentric education for black students in public 
school. 
Therefore, this case study design enables me to express myself through my 
experiences and what I know about attending poor urban schools in New York City, 
being impecunious and ill equipped to function successfully in the halls of higher 
education and in society at large. I realize that I brought my personality, bias, values and 
beliefs to this study. Yet, I trust that I conducted my research as fair as I humanly could. 
It is ironic that qualitative research enhances so many of the elements of human qualities 
that makes it relationship oriented and, consequently, predisposed to entrap the researcher 
into being biased. 
This study focused attention on social issues that inhibit many underprivileged 
black students from successfully participating in the mainstream of American society. 
Even though there was a paucity of literature available to support my claims that an 
Afrocentric education would increase the academic achievement of poor black children in 
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urban communities, I am of the opinion, that it is possible, for disadvantaged black 
students to be properly educated with the correct ingredients present. I am appalled at the 
negative assumptions of some educators who concludes that black studies conducted by 
black researchers who renders positive results for those Afrocentric Educational 
Programs for low-income and disadvantaged black students as being trivial. I have been 
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wrestling with this concept for a long time, and I am yet bewildered. 
In the past five years I have attempted to argue for radical changes in the present 
educational system that might benefit undeserved black students. I have advocated for 
single-sex schools or single-sex classes for black males, single-race schools or classes for 
poor black students, and now I support present research of an Afrocentric Education 
Program for successfully educating disadvantage black students. 
Again, I acknowledge that my writing is subjective to my perception of the world 
in which I live. I endeavored to be fair in data collection procedures and data reporting 
analysis, I am an advocate of the principles of equality and equity in the field of education 
and in the larger society as well. It must be noted that qualitative research consists of 
retrieving data by participant observation, personal interviewing, and document review; 
they all involve the human factor, which is subjective to the researcher’s personal point of 
view. 
Limitation of the Study 
This study was limited in scope for several reasons as listed below: 
1. The BBCS is a charter school consisting of grades Pre-K to 8, with a population of 
approximately 325 students, 97 percent of the black students in a urban community. The 
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school is located in Cambridge, Massachusetts. The total number of non-minority 
children attending public schools in Cambridge is more than 40 percent and the 
percentage of black children attending these school is about 34 percent. The percentages 
of students attending public schools do not reflect the total population of residents living 
in Cambridge. Whites make up about 67 percent and blacks living there are about 14 
percent. The school is a unique school in its own right. It is the only school in the state 
of Massachusetts that has made a commitment to the commitment of incorporating an 
Affocentric education to meet the total needs of black children in order for them to 
achieve upward mobility into American society. The mission and philosophy of the 
school is to help low-income and disadvantaged children overcome the traditional 
barriers interwoven into American society in order that those children could have a 
greater opportunity of being successful in all areas of life. At Banneker, black children 
are viewed as the center and subject of human history, as opposed to observers sitting on 
the periphery or as an object of human history as it unfolds. According to Asnate (1991), 
the aforementioned statement above is the foundation of Afrocentrism. 
Perhaps other charter schools where there exist a majority of black students might 
share a common Afrocentrism philosophy, but I assume there is a disparity of 
commitment from school to school. 
2. The choice of topic that I chose for a case study, an Affocentric education in public or 
charter schools in poor urban communities, was evident that I had certain biases 
concerning a specific model for educating poor black children. Some educators, perhaps, 
even those among my ethnicity may question my commitment to an intense focus on 
Affocentric education for educating underprivileged black students instead of a lesser 
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mode of multicultural education for educating all children in public or charter school. I 
am more in favor of Affocentric education for educating poor black students because 
multicultural studies hold the belief that even though other ethnic groups had also 
contributed to the development of world civilization, Eurocentrism is still viewed as the 
dominant culture in American society. Proponents of multicultural education for 
educating all children in most traditional public school in poor community continues to 
view black culture and other minorities inferior to white culture in American society. 
Most ethnic groups are still portrayed as marginalized people in many Multicultural 
Educational Programs in traditional public schools in poor urban community in America. 
Asante (1991) asserts that Affocentric education is the missing piece of the puzzle that 
completes multiculturalism. It is apparent that this missing piece be incorporated in 
impoverished urban schools. Again, I am the first person to confess my bias in believing 
strongly into the concept of an Affocentric education for successfully educating poor 
black students makes this study limited in scope as it caters to the needs of disadvantaged 
black children in marred urban schools. 
3. This study was limited in scope because of who I am and where I came ffom. I am a 
black man, a descendent of slaves who were brought to America against their ffee will. I 
was bom into an ethnic group, and was discriminated against for as long as I can 
remember. I was raised in poverty in the midst of a racist society, deprived ffom the 
enormous privileges that my white male counterparts takes for granted. I am a preacher, 
an ambassador of the King of Heaven. I am an agent for social change with directives 
from a higher order to speak out against social issues that divide a nation or people based 
solely on the color of their skin, the depths of their pockets and the neighborhood and 
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house they live in. Despite my efforts to be fair in this research, I know there lies a 
hidden beast within me—better known as prejudice. Even in my own ethnic group 
prejudice exists. Although, we attempted to be objective when writing, it is only in 
theory. In reality, we view the world through our own perceptions. Hence, all writers are 
subjective. As the old adage goes: “ To be true to thyself is to know thyself.” Do we 
truly know ourselves? How do we see ourselves? How do we see others, especially 
others that are different form ourselves? In Krieger (1985) own words: 
We see others as we know ourselves. If the under¬ 
standing of self is limited and unyielding to change, the 
understanding of other is as well. If the understanding of 
the self is harsh, uncaring and not generous to all the 
possibilities for being a person, the understanding of the 
other will show this. The great danger of doing injustice 
to the quality of the “other” does not come about through 
use of the self, but through lack of use of a full enough 
sense of self which, concomitantly, produces a stifled, 
artificial, limited, and unreal knowledge of others (p.320). 
I fully agree with the aforementioned statement above, because we only see the 
world around us as we see ourselves. And we only see others and ourselves through our 
heredity, environment and through our experiences as we interact with each other over the 
course of time. Hence, I would like to reiterate that this study is limited in scope because 
of being who I am and where I was bom. 
Ethical Considerations 
Although I brought my biases into this study, I attempted to conduct this research 
as ethically as I possibly could. Glatthom (1998) maintains that the researcher must bear 
the burden of keeping his or her research ethical. He contends that the study must apply 
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the three principles of equity, honesty and compassion. Equity deals this fairness out to 
all participants involved in the study. For example, the study did not discriminate against 
any person based on the color of their skin, cultural roots, sex, sexual preference, 
socioeconomic status, or physical ability. This study did not violate the three principles 
stated above. I had taken the seriousness of ethical consideration into account upon 
seeking entrance into the environment of BBCS. 
When I first went to Benjamin Banneker Charter School, I told Mr. Birkett that I 
was an assistant principal in the Worcester Public Schools System at Doherty Memorial 
High School. I told him that I was a teacher of mathematics and I taught mathematics 
classes on Saturday for the Upward Bound program at Worcester State College. I 
informed him that I prepare disadvantaged students to pass the MCAS and SATs. I 
shared with him a brief background of my academic experience, which included being in 
charge of the mentoring program at Doherty and conducting workshops for assisting new 
teachers with classroom management and assisting new teachers with the mathematics 
frameworks of Massachusetts. 
I explained to Mr. Birkett that I would be able to help his school by sharing with 
his teachers’ and staff my experiences of what I have learned over the past 15 years in 
working with the public education system. The excitement and enthusiasm that I brought 
to his school on February 8, 2000 from 7:45 am until after 5:00 p.m. overwhelmed him. 
He asked me when would I be coming back to BBCS. The gatekeeper opened the door 
and accepted me with open arms into the BBCS community. 
Upon his acceptance of me, I told him that I would conduct this study as honestly 
as I knew how. During the duration of my fieldwork of collecting data for this case study 
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Mr. Birkett revealed so much of himself and his staff to me. I would not under no 
circumstance disclose any confidential conversation shared between the two of us when 
he told me that the given information was off the report. I respected the rights of all the 
participants involved in this study. Mr. Birkett had the privileged to review any copies of 
this writings before I submitted them to the chairperson of my dissertation committee or 
to the individual who was transcribing the audio tape recordings for me. In the final draft 
of this paper, I changed the names of most the participants to protect them from being 
identified by people they know. I kept the real names of Mr. Birkett and Ms. Graham, the 
present and former executive directors of BBCS in this dissertation. Under no 
circumstance did I attempt to deceive anyone involved in this study into telling me secrets 
or personal information. I was honest with the executive director and his staff about my 
burning commitment to this topic—an Affocentric Educational Program for educating 
poor black students in traditional public schools across this country. 
In dealing with the humane issue, I am happy to say that this study did not cause 
physical harm or pain to any of the participants involved in this study. Although 
qualitative research is based on the grounds of human elements and emotions, which is a 
part of being human. I believe emotions are as the cycle of the seasons. Winter, spring, 
summer and fall. It’s cold and hard at times, cool and raining, hot and muggy, and warm 
and breezy. So is it in the characteristic of human being. The one thing I did take under 
consideration while conducting this case study is that human beings’ actions and 
reactions are unpredictable. If an individual involved in this study was offended by any 
part of this study, he or she had the right to disengage himself or herself from this study 
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on demand. It was not the intent of the researcher to offend anyone emotionally, but I 
realize that individual’s feelings might be affected during the process of this case study. 
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Trustworthiness 
In the process of preparing to this case study I read several books on the topic of 
how to conduct research. Marshall and Rossman (1995) assert that the primary purpose 
of research is to discover the truth about a certain theory, idea, or concept that the 
researcher is interested in finding for personal gratification or for the good of man or 
mankind. I believe that all research is a quest for truth, and that all researchers should try 
to report their findings to the best of their ability. The truth in all research depends of the 
ability and characteristics of the researcher. 
In qualitative research, the researcher seeks to discover truth through participant 
observation, personal interviews, and document review, all of these elements are human 
qualities. Since the primary elements in qualitative research are the conducting of the 
research and collecting the data and analyzing it, the researcher becomes the primary 
suspect in the conclusion of the study. Therefore, in reality, the reader perceives the 
results of the study through the perspective of the researcher. I once read that there are 
three types of lies in human interaction: lies, damn lies, and statistics. The primary 
suspect in qualitative research determines all of these lies. According to Creswell (1994), 
in quantitative research there are scientific instruments to test the validity of a study, 
where as qualitative research do not have a standard rod of exact measurement to 
determine the validity of a study. Therefore, the outcome of a qualitative research study 
must depend on the trustworthiness of the researcher’s collection and analysis of the data. 
Merriam (1998) posits that the researcher must not generalize the results of the 
study. The researcher must report on the findings based on the collection of the data and 
its interpretation to the best of his or her ability. Since qualitative research incorporates 
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so much of the human touch, it is inevitable that there exist faults, because to err is to be 
human, to forgive is to be divine. 
In the section on the role of the researcher, I already expressed my sincerity to the 
participants involved in this study. The major stakeholders in this research had as much 
or more ownership of this research than I, because the majority of this study concerns and 
involves them. Without the consent of the participants volunteering to involve 
themselves in this study it would only be a concept in my mind. 
In my effort to be as truthful as possible, I keep a journal to write notes during the 
process of participants’ observation and interviewing the participants in this case study. I 
wrote down how I felt during this process. I also wrote down their moods, feelings, 
attitudes, and emotions during the study. It also must be noted that there were times 
neither during the collection of data, during the aforementioned process above that I did 
not write my feeling nor the moods of the participants into my journal. 
Anyone who participated in this study had the right to review my paper upon 
request. If any participants desired to terminate their involvement in this study for any 
reasons whatsoever I would had honor their wishes to do so. Prior to any person 
becoming involved in this study, she or he had the opportunity of signing an agreement 
letter provided by the researcher informing them of the contents of this study. 
Summary 
The purpose of this study, under the paradigm of qualitative research 
methodology, was to evaluate a charter school’s philosophy and its commitment to 
educating disadvantage and underrepresented black students successfully in impaired 
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urban schools, utilizing an Afrocentric education theme in their disciplines. This study 
focused on the cultural backgrounds and learning styles of successfully educating 
impoverished black students. The study sought to investigate whether or not an 
Affocentric education was conducive to raising the academic achievement of poor black 
children propelling them towards upward mobility into American society. This study also 
focused on social issues that inhibited poor black children from entering into the 
mainstream of American society because of institutional racism in the classroom and 
societal racism in the general population. This study discussed the process and 
procedures of an Affocentric education in the lives of disadvantaged black students. It 
evaluated the strengths and weakness of this educational motif by comparing the scores 
on achievement tests of the students at BBCS with respect to the MCAS, Stanford 9 and 
Iowa Achievement Tests. This study provided pertinent information concerning the 
success or failure of an Affocentric education in damaged urban areas. If this study prove 
itself to be successful, could it be and would it be duplicated in other public schools or 
charter schools in impoverished black communities in our nation? The methodology that 
I used in this case study was descriptive, evaluative, ethnographic and phenomenological. 
This type of study consisted of researching the cultural backgrounds of a groups or 
individuals or the culture and climate of schools or classes. In addition, this type of 
research design sought to make judgments about advantages and advantages of an 
Affocentric education for educating low-income and disadvantaged black students in a 
charter school. Moreover, this type of case study sought to learn the participants’ norms 
and attach a better understanding to those norms. Last but not least, this study sought to 
perceive the worldview through the perspectives of the participants in their natural 
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environment without being subjective to my own viewpoints. Since the natural setting of 
the participants under investigation was a charter school where black children were in the 
majority, making up about 97% of the student body, it was of vital importance to review 
the data to understand what impact Affocentric education had on the academic 
achievement of disadvantaged black students. This was a unique setting in its own right, 
because there was no another school in Massachusetts, public or charter, that offered an 
Affocentric education for disadvantaged black students. This knowledge might prove to 
be priceless and perhaps the missing piece of the puzzle to successfully complete the 
educational process to propel disadvantaged black children towards upward mobility in 
American society. There might be other communities that are in dire need of assistance 
to revamp their districts’ educational programs in order to meet the total needs of 
disadvantaged black students. 
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CHAPTER IV 
ANALYSIS OF THE DATA 
Introduction 
This chapter presents an analysis of the data collected for this study through the 
use of qualitative methods. Qualitative analysis of the data is based on the review of 
documents, participant observations and structured and unstructured personal interviews. 
The names of the participants interviewed in this study are pseudonyms, except 
for the former and present Executive Directors. The names of the individuals were 
chosen by me in order to protect their identity. 
Chapter IV is divided into three parts. Part I, The Early Years, describes the 
events of the first year of the Benjamin Banneker Charter School (BBCS) from its 
conception to the opening of its doors in the academic year, 1996/97. Part II, The Years 
of Transition, examines the transition of command from the old guard to the new 
administration team under the leadership of Frederick Birkett for the school years of 
1997/98 and 1998/99. Part El, The Years of Reason, explores the innovations of 
Benjamin Banneker Charter School for the academic years, 1999/00 and 2000/01 under 
the direction of Mr. Birkett. 
Part IE, The Years of Reason, of chapter IV focuses on the analysis of the data 
detailing my entry in the Banneker community in February, 2000 to conduct my research 
as outlined in chapter El; the methodology consisted of qualitative research. In this part 
of my writings, I addressed the research questions as stated in my dissertation (refer to 
Chapter IE, p.21). I analyzed the documents that I have gathered that illuminate the 
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performance of the BBCS. I examined and shared information that I uncovered through 
observing teachers in their classrooms, faculty meetings, and their interactions with 
parents and students. I also revealed the analysis of the data based on my perspectives 
and interpretations of interview data from the participants who volunteered to be 
interviewed. These interviews were structured and unstructured while held at the school, 
during and after school hours. A few of the interviews were conducted in parents’ homes 
in the evening and on weekends. 
The Early Years 
Part I of this chapter begins with a general analysis of the early years of Banneker. 
It is based upon the review of the documents and personal interviews (structured and 
unstructured) with major stakeholders of the BBCS community—Board of Trustee 
members, teachers, parents and students-who were involved in the infancy stage of 
Banneker. The documents reviewed consisted of the following: 1) Original charter 
proposal; 2) BBCS’s Annual Report of 1996/97; 3) BBCS’s Student Handbook of 
1996/97; 4) Cambridge Chronicle; 5) As well as an evaluation report of Banneker by The 
Cricket Consulting Inc, in May of 1997, which examined the overall operation of the 
school to determine if it met with the goals, objectives and accountability of its original 
charter. 
According to the Original Charter Proposal (1995), Mr. Robert Webb asserts that 
the school was originally named the “Bread and Roses Charter School,” but was later 
changed to the “Benjamin Banneker Charter School” in February 1995. He informed me 
that a majority vote by members the Board of Trustees indicated that the change of the 
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name of the school would be more appropriate to the purpose of the school as an 
Affocentric school, which focuses on the disciplines of mathematics, science, and 
technology. Mr. Webb contends that “Benjamin Banneker was an illustrious black man 
whose life was full of great achievements in the fields of mathematics, science, 
technology and literature. Therefore, the Board of Trustees conjectured that the name 
change would serve as a motivational component in the lives of the black students who 
attend the school” (Personal Communication with Mr. Robert Webb, Original Board 
Member, 2000). 
According to Mr. Webb, the concept of the Benjamin Banneker Charter School 
was conceived in 1994 by a group of Cambridge educators, parents and community 
leaders. They were responding to the needs of disadvantaged minority students— 
particularly underrepresented black students, many of whom were failing in the public 
schools in Cambridge at an alarming rate, disproportionate to their white counterparts. 
The primary goal of the BBCS in the original charter (1995) was to help 
underprivileged and low-income black and other minority children overcome the stigmas 
of their ethnicity. The general population perceives these black children as being inherent 
underachievers. This assumption is solely based on the color of their skin, the texture of 
their hair, the width of their nose, the fullness of their lips, the depth of their parents’ 
pockets and the size of their house and the neighborhood they live in. The purpose of the 
BBCS was to lift a major barrier: systemic racism in America’s educational community, 
which typically impedes minority, low-income, and underrepresented children from 
obtaining the American dream. The objective at the BBCS was to provide a quality 
education to children in Cambridge in order to propel them into upward mobility in 
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American society, regardless of their race, gender, socioeconomic status or national origin 
(BBCS, 1995, Original Proposal). 
The original board members of the BBCS were of the opinion that the children in 
Cambridge were capable of becoming high academic achievers regardless of their 
ethnicity or socioeconomic status in American society, even black children of low-income 
families in urban communities. The BBCS philosophy concurs with a major ideology of 
America’s educational system which presupposes that all children should have the 
opportunity to receive a quality education in order for them to enhance their natural 
abilities to reach their fullest potential in all areas of life. The BBCS’s Original Charter 
Proposal (1995) states: 
The charter school model allows concerned 
members of the Cambridge community to use 
their knowledge of and experience with the 
educational needs of minority, low-income, 
and disadvantaged students, to design 
innovative strategies to target those needs, 
and to illustrate how to increase the 
overall quality of education for all students. 
At the Benjamin Banneker Charter School, 
minority, low-income, and disadvantaged 
children, who are typically stereotyped 
as innate underachievers, will be challenged 
to meet their potential. Expectations 
will be based on the development of each 
child’s potential, not on his or her economic 
or ethnic status (p.2-3). 
The goal of educating every child at the BBCS was designed in their educational 
program as outlined in the original charter proposal in 1995. The essence of the BBCS 
philosophy is ingrained in its educational program, which was designed so that each 
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student learns cooperatively and at their own pace. The founders of the BBCS in the 
original charter proposal (1995) states: 
The overall objective of the educational 
program is to create a diverse and com- 
prenhensive learning where every individual 
serves as both teacher and student. 
As a result of participation the program, 
students will master skills such as the 
ability to make sense of complex situations 
and to solve problems that have more than 
one solution, similar to those in real life. 
Students will learn to work on extended 
investigations, formulate and refine 
hypotheses, collect and organize infor¬ 
mation, invent, design and evaluate their 
own ideas and products. They will also 
develop the abilities to be thoughtful, 
persistent, flexible, self-directed and 
confident, to work together to develop 
group problem-solving skills to take 
pleasure in the process of learning. The 
mastery of these types of universal skills 
will aid students’ successes and achievements 
in specific curriculum areas (p.23). 
The founders of the BBCS were of the opinion that students would achieve a 
complete and quality education at the BBCS through seven academic curriculum areas, 
which consisted of social studies, language arts, science, mathematics, technology, world 
languages and fine arts through an Afrocentric motif (Original Charter Proposal, 1995). 
The Benjamin Banneker Charter Proposal Cover Summary(1996) stated: 
The founders of the Benjamin Banner Charter School 
believe that all Cambridge youth, regardless of race, 
culture, language, or socioeconomic status, should 
have an education which will allow them to develop 
their talents, fulfill their potential, and excel in all 
areas of life. Educational research has documented 
the failure of many school districts, including 
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Cambridge, to educate all students equally, resulting 
in the predominance of minority, low-income, and 
disadvantaged children among underachieving 
students. The mission of the Banneker Charter School 
is to improve the public educational experience for 
minority, low-income, and disadvantaged students, 
through multicultural [Affocentric] and math-science 
based curricula (p.l). 
The Crickett Report (1997) posited: 
Banneker teaches students from an African-American 
cultural perspective [Afrocentric]. The school was 
founded on the belief that the needs of minority students 
are often not met n the traditional public school setting, 
the curriculum is accordingly designed to help minority 
and disadvantaged students overcome barriers to academic 
success by stressing basic skill mastery and individual 
attention. Educational topics are placed in a multi¬ 
cultural [Afrocentric] perspective, thus the achievement 
and contributions of minorities in various disciplines are 
recognized and highlighted. Particular emphasis is placed 
on math, science and technology (p.7). 
A brief outline of each academic discipline sheds some light on each curriculum 
objective that the founders of the BBCS assumed would help each student excel in the 
academic and global community. These disciplines are found in the Original Charter 
Proposal (1995). They are as follows: 
Social Studies: Mastery of geography, history, 
and culture of the major regions of the world 
to foster understanding and acceptance of 
other peoples and to create a coherent view in 
which to comprehend world affairs. 
Language Arts: Mastery of reading, writing, 
and speaking skills. Students must be able 
to express themselves clearly and critically 
in writing and speech. 
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Science: Students must be skilled in observation, 
collection of information, analysis, questioning, 
the use of scientific processes, proposing 
hypotheses, evaluating results, understanding 
major concepts, and understanding themselves and 
their surroundings. 
Mathematics: Students must be skilled in reasoning, 
problem solving, analysis, deduction, induction, use 
of patterns for prediction, drawing logical conclusions, 
using models and properties to explain concepts, and 
estimation. Students must be able to work with 
measurement and conversion, symbols, and computation. 
Students must be able to perform whole and fractional 
number operations, use geometry and develop a spatial 
sense, use statistics, probability, and patterns. 
Technology: Comfort and proficiency with com¬ 
puters, hardware and software, and related technologies. 
World Languages: Students will learn a foreign 
language, and will study the history and culture 
of the regions that speak the language. 
Fine Arts: Students will develop an appreciation 
and familiarity with music, art, and literature 
from classical to modem (p.23-24). 
According to the Original Charter Proposal (1995), the development and 
implementation of curriculum and contents were the following: 1) the history curriculum 
ranged from geography and Ancient civilization to United States history and geography 
within an Afrocentric motif. The content ranged from prehistoric man, ancient African 
civilizations to history and culture of current trends and changes in government and social 
structure, again, this was taught within an Afrocentric theme. It must be noted, most of 
the textbooks used with respect to the curricula at Banneker was of a multicultural design 
so that students could see themselves within the context of culture. 2) the English and 
148 
Language Arts curriculum involved creative and expository writing, reading and 
researching and American Literature and writing. The content included reading material 
from a range of European authors to authors of color, grammar, journals and letter writing 
and research papers; 3) the science curriculum consisted of geology and earth science, 
plant and tree life, life science and humans: mind and body and chemistry. The content 
contained literature about famous scientists from world civilizations, particularly within 
the black community; climates in different regions of the world; studies of plants, 
reproduction, sunlight and species; human development and reproduction; and periodic 
table, simple experiments and properties of objects; 4) the math curriculum was involved 
in reviewing and reinforcement of basic functions and application; mastering intermediate 
math concepts; pre-algebra; and algebra. The math contents also consisted of a rich 
history of mathematician of color from world civilizations; addition, substation, 
multiplication and division; logic and problems solving; operations and models for 
problems solving; and applications and operations with using system; 5) the music and art 
curricula consisted of: basic introductions in music and art respectively; African music 
and art; American folk music and early American and Native art; American and world 
popular music and art work from the global community. The contents was consistent with 
an Afrocentric motif including the following: songs and stories of Africa folk music and 
wood and clay sculpture; jazz, blues and the Harlem Renaissance, American folk, pop 
music and world music, drawing, painting and murals in the context of culture. 
The founders of the BBCS in the Original Charter Proposal (1995), inferred that 
through these academic disciplines within an Afrocentric theme, students will master a 
number of complex and multi-modal proficiencies during their six years at Benjamin 
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Banneker Charter School” (p.23). In addition, the report (195) maintained that the 
pedagogy at Banneker was based on cooperative and interdisciplinary learning within a 
Afrocentric perspective through group and individualized instructions. The report (1995) 
added that teachers had the “flexibility in implementing their curriculum and designing 
materials for students” (p.32). 
According to the report (1995), each academic discipline was structured so those students 
would meet the goals of the founders of Banneker, of successfully educating every child. 
The founders of Banneker in their Original Charter Proposal (1995) stated: 
Its mission is to create an all-inclusive 
learning community of students, teachers, 
parents and community members, which will 
encourage the educational development of 
its members to prepare students to be success¬ 
ful through their high school years and 
beyond. 
The Benjamin Banneker Charter School is a 
vehicle for the founding coalition of the 
school to use its personal expertise and 
vision to serve those children who have 
been marginalized in the Cambridge public 
school system. 
The vision of inclusion, support, equity 
and excellent makes the mission of the 
Benjamin Banneker Charter School uniquely 
innovative. It will be a place where 
every student can realize his or her 
potential for academic growth. However, 
the Banneker Charter School transforms the 
educational experiences of minority, low- 
income, and disadvantaged children it will 
be recognized as a leader in education 
reform. ‘Our children will not only achieve, 
they will excel’ (p.2-4). 
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According to Hombeck (1996), the Benjamin Banneker Charter School opened its 
doors to the public in September 1996, under the leadership of School Director Afiya 
Graham (nicknamed “Momma Afiya”). The school, serving approximately 200 students, 
is located in the heart of a low-income neighborhood in Cambridge. Ninety-eight percent 
of the students were of African descent drawn from Cambridge, Boston and the 
surrounding metropolitan area. The classes, grades K-5, were housed in an old strong 
beautiful brick building of Our Lady of Pity School that Banneker’s Board of Trustees 
rented from the Catholic Archdioceses in North Cambridge. According to the BBCS’s 
Annual Report (1996/97), most of the students were from low-income families and were 
experiencing learning or behavioral difficulties or both in the traditional public schools in 
Cambridge. Sixty-four percent of the students’ family incomes were low enough to 
qualify them for the federally reduced or free lunch programs. 
According to the Crickett Report (1997), Benjamin Banneker Charter School 
started out with a strong Afrocentric educational theme as stated in the Original Charter 
Proposal (1995) for the purpose of enabling black students to develop their talents, fulfill 
their potential, and excel in all areas of life. Teachers had the freedom of developing and 
implementing curriculum designed to students. According to some of the early pioneers 
of Banneker, everything teachers taught was supported by standards of cultural relevancy, 
which underscored the contributions and achievements of blacks and their contributions 
in the building of civilization. The curriculum was designed to help impecunious black 
students overcome barriers to academic success by stressing a mastery of basic skills and 
individual attention to an Afrocentric perspective. Particular emphasis was placed on 
mathematics, science and technology. Michael Paige posited: “Everything we did at 
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Banneker during Ms. Graham’s tenure was in an Afrocentric theme, everyone at 
Banneker loved it. We were very close to each other, we were family” (Personal 
Communication, 2000). 
The Cricket Consulting Inc., (Cricket Report, 1997) maintains that 85% of the 
parents were satisfied with the overall performance of Banneker and decided to keep their 
children at the school during the 1996/97 academic year. 
Mr. Jovaric Yonnev, a native of Eritrea (a region of North Ethiopia) enrolled his 
daughter Unique into the BBCS September 1996 in Pre-K; she is now in second grade. 
He became aware of the school when it opened in the fall of 1996. He had heard some 
negative statements about the school from his friends in 1996. Many of them tried to 
persuade him and his wife not to enroll their only child in the “all-black” school. 
However, Mr. Yonnev was knowledgeable about the dire outcomes for minority children 
in the Cambridge school system, especially poor black children. He did not like the 
public schools and had decided that he was going to send his daughter to either a private 
or parochial school in Cambridge. He began to reconsider this decision when he heard of 
the positive things that were going on at the Benjamin Banneker Charter School from his 
co-workers and his wife’s co-workers at their jobs. Parents told him and his wife how 
well their children were doing and that they liked the school. Afterwards, he and his wife 
decided to give Banneker a try. He states: 
The most important reasons for sending my 
daughter here was the personality of Ms. 
Graham. She was a very caring woman. She 
worked day and night for the success of this 
school. She knew all the children by their 
names. I also like the way in which the children 
line up in the morning and sing the morning songs, 
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and how they interact with Ms. Graham with the 
call and respond ritual. This is the way it was 
for me in my country. I like that very much. 
I also see positive results from my child. The 
politics do not affect me, especially when I 
see the joy in my child’s eyes. I could have 
sent her to one of the city’s public schools, 
but they are too big and impersonal, and too 
many minorities do not seem to do well there. 
During the first year, Unique liked her teachers 
and fell in love with Ms. Graham. We also 
liked what we saw. We have seen the results 
of our child. She reads and does math on or 
above grade level. The reality is different 
from the perception of the community or of 
our friends. 
We also like Banneker because it teaches black 
children about their culture and where they 
came from. Banneker does not teach black 
culture in a negative way. It fills in the 
missing pieces of the things they do not teach 
in the city’s public schools. But what I liked 
about Ms. Graham, she wanted black children to 
learn where they came from, but she also taught 
them the academic pieces, like math, science, and 
literature in an Afrocentric perspective. She 
gives children the whole package because she is 
concerned about where they have to go. Even today, 
after all the success that Unique has accomplished 
here, many of our friends are still of the same 
negative perception about Banneker. I don’t think 
the stigma of blackness will go away anytime soon. 
Yet, I know that we made the right choice 
(Personal Communications, 2000). 
Teri Price and Michael Page are two of the original teachers who taught at 
Banneker when it opened in the fall of 1996. Both teachers share a positive perspective 
about the school. Teri is a white female and teaches third grade. Michael is a black male 
and teaches music. They were among the 80% of the teachers who returned in the second 
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school year, 1997/98. Michael and Teri are currently teaching at Banneker for the school 
year, 2000-2001. They have witnessed the beginning, the middle passage, and the present 
activities at Banneker. 
Michael and Teri agreed that the founders’ original concept of an Afrocentric 
theme as a major part of the curriculum influenced their decisions to teach at Banneker. 
Teri worked in the U.S. Peace Corps in the early 90’s. She was stationed in Zimbabwe, 
Africa for two years. She is a proponent of cultural education for low-income black 
children attending urban schools in impoverished communities in America. Michael 
believes in the idea because he feels it is good for black children to know that blacks were 
major players in the innovation of jazz in America. They were of the opinion that the 
school was doing a good job on students’ values and social skills, but in the first year, 
were concerned that there was no clear sense of direction for the academic curricula. 
Michael contends that: 
We didn’t have an idea of what we needed 
to teach and what the children needed to 
learn, we just taught what we felt the 
children needed to know. But the children 
and staff appeared to be happy. 
The majority of the staff was joyful too. 
There was a perception of family in the 
first year among the staff. It wasn’t about 
money or the hours, it was about kids. 
(Personal Communications, 2000). 
Mr. Birkett, the current Executive Director, informed me that he was hired after 
BBCS’s first year, because the previous director was released because of “her lack of 
people skills and poor leadership quality.” Furthermore, he maintains that “the 
Afrocentric theme during the first year at Banneker was oversimplified, with little or no 
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definite direction given to the major disciplines of mathematics, science, or technology” 
(Personal Communication, 2000). 
In addition, Mr. Birkett posits: 
Everything around here was centered on 
Afrocentric education. The executive 
director wore African attire, listened 
to African music, and ate African food. 
This was the culture and climate of the 
school. All social skills but little 
academic skills. They had high 
expectations but low academic standards. 
It is good for black children to learn 
about their cultural background and the 
contributions of Benjamin Banneker. However, 
it is more important to learn how to read 
and understand the writings of Benjamin 
Banneker and comprehend the mathematical 
concepts he introduced to society. 
The Cricket Consulting Company (1997) evaluated the performance of BBCS’s 
during its first school year, 1996/97 and concluded that the school was on the brink of 
losing its charter, because the school had lost about 15% of its student population within 
the first three months. As a result, the school was anticipating a $400,000 funding 
shortfall. The report contends that several parents were dissatisfied with the way Ms. 
Graham was running the school. They thought the school was not living up to the 
original charter which stated parents had the right to be involved in the running of the 
school. The Cricket Report (1997) asserts that: 
The core concept of charter schools 
is to establish an effective union between 
the school and its relevant stakeholders 
(e.g., parents, staff, local community). 
A fundamental goal of Banneker is to leverage 
this union to enlist constituent involvement 
in the educational process. The Cricket 
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Needs Assessment (CNA) survey illustrates 
that parents are satisfied with the school 
overall, but would prefer increased parental 
participation on numerous levels (p.44). 
The CNA survey indicated several areas of 
operations that parents perceive as requir¬ 
ing improvement. These include increase 
classroom resources to teachers, heightened 
students discipline in the classroom, and 
additional drawing on community resources 
(p.46). 
The Cricket Report (1997) asserts that a majority of the parents were not pleased 
with the discipline policy of BBCS. There were inconsistencies in how teachers were 
administrating discipline in the classroom. Others were of the opinion that the 
administration did not suspend students for violent and disruptive behavior. The survey 
suggested that this was not the case in the perspective of 85% of the parents. The Cricket 
Report (1997) asserts the following: 
Overall parent satisfaction is strong; 
however, to keep its customers satisfied, 
Banneker must improve discipline and 
technology integration in the classroom. 
In addition, Banneker must address 
functional problems resulting from the 
fact that the school is in its first 
year of operation. 
[Thejteaching staff at Banneker are strongly 
committed to their mission of providing a 
technology-based education. However, they 
do not have the knowledge base or pro¬ 
ficiency to utilize the existing hardware, 
software and networking resources. With¬ 
out this competency, Banneker cannot com¬ 
pete on the basis of technology-integrated 
education. 
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These issues have serious implications 
for Banneker’s continued viability as 
a business concern. First, the school’s 
educational philosophy cannot be maint¬ 
ained financially if it continues to 
operate at its current capacity. Second, 
Banneker’s charter renewal is at stake if 
they do not adhere to their stated mission. 
Finally, Banneker will miss opportunities 
for further technology funding if they 
cannot demonstrate technology integration 
in classroom curricula—which can only be 
accomplished by having a teaching staff with 
strong computer proficiency (p.4) 
Ms. Sandra Jams, Assistant Principal at Banneker, asserts that other negative 
external forces surfaced during the first quarter of the opening of Banneker. A few 
stakeholders of the dominant culture in the Cambridge community began to label the 
Benjamin Banneker Charter School as the “black school”. Sandra Jams served on the 
Cambridge School Committee during the early stages of Banneker. She decided to offer 
her talents to the staff at Banneker. In 1996, she taught a fifth grade class. She explains: 
“The newspaper and other opponents of the charter school movement began to spread 
false rumors about what was going on at Banneker. The public bought into the hype 
without any proof or evidence at all” (Personal Communication, 2000). 
Ms. Jams maintains there were about five white families that enrolled their 
children in Banneker. But after the rumors started to circulate around Cambridge that 
Banneker was a “black school” and was created for black students only, many of the 
white parents withdrew their children. Only the Keith family decided to keep their two 
sons at Banneker. For the last four years, Marvin and Joey have been the only two white 
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students at Banneker. Marvin is in the eighth grade and Joey is in the sixth grade. Both 
students are performing above grade level in their academic achievements. 
Mr. Keith is a member of the Baha’i Faith. His faith teaches him the equality and 
harmony of all groups of people on earth. Furthermore, his faith teaches him that there 
must be equality in race and gender in teaching the essential truth of all religions in the 
world. He has been a faithful member of the Baha’i Faith for more than 22 years. He 
states that “the paramount belief of the Baha'i Faith is the oneness of humanity, therefore 
the disciples of Bahaullah, the founder of the Baha'i Faith, seek to ascertain race and 
gender unity among all people of the earth. This is the ultimate goal of human experience 
in this world and into the world to come.” Mr. Keith posits: 
Having my kids attend Banneker helps them to 
transform into a higher order among human 
beings. It allows them to experience the 
sufferings and isolation that most blacks 
encounter in society. This experience 
might help my boys to understand the 
racial stereotypes, discrimination and 
racism that the majority of blacks live 
day in and day out in America. 
Mr. Keith had previously enrolled his sons in a public school in Cambridge that 
conducts the Miles Program, which claims to focus on multicultural education in K-3. He 
maintains that “educational programs that encourage multicultural education are so 
essential to the principle of the oneness of humanity that they cannot be overemphasized.” 
In addition, Mr. Keith contends that “multicultural education on this basis, emphasizing 
the values of tolerance, brotherhood, appreciation for cultures other than one’s own, and 
respect for differences would be a most important step toward the elimination of racism 
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and as a consequence, the oneness of humanity.” Yet, after reviewing that program, he 
perceived that it was not living up to its expectations or that of its mission statement. 
According to Mr. Keith, the school administrators and the teachers were not interested in 
teaching children education in a multicultural perspective. It was business as usual; it 
was only bits and pieces of black history during the month of February. Mr. Keith 
maintains that many of the parents from various ethnic groups were frustrated with the 
Miles Program, especially black parents. He asserts that “I was as frustrated as the black 
parents.” 
Mr. Keith maintains when he heard about a charter school coming to the 
Cambridge community that was especially designed with an Afrocentric theme, in order 
to provide minority children, particularly low-income blacks, with a quality education 
opportunity, he was delighted. 
He contends that he attended one the school’s public meetings in July 1996, where 
he was engaged in a conversation with one of the original founders concerning the 
mission and vision statements of the school. He recounts that “I spoke with the founders 
of the charter school, and they assured me that the school would focus on an Afrocentric 
education.” The other statement that he heard fall from the founders’ lips was that the 
school would be open to serve every child in the Cambridge community who desired to 
attend. Mr. Keith maintains that during the course of the meeting the mission and vision 
statements were reiterated by a few of the original Board of Trustees. Furthermore, he 
asserts: 
Although I had read a brochure of Banneker 
and had it with me at the meeting, it had 
a greater impact on me when I heard one of 
159 
the board members say the mission of the 
Benjamin Banneker Charter School is to help 
low-income minority and disadvantaged children 
overcome the traditional barriers to academic 
success, and to provide all Cambridge youth with 
an educational opportunity to develop their innate 
abilities, fulfill their fullest potential, and excel in 
all areas of life. 
Mr. Keith contends that the statements that the board members made that day 
came out of their hearts, and not only out of their mouths. The passion, enthusiasm and 
sincerity of the Executive Director, Ms. Graham and other board members were felt 
throughout the meeting. “There existed an unique presence of solidarity among the Board 
of Trustees, executive director, parents and community.” In addition, he asserts that this 
was the educational institution where he wanted his kids to learn. He wanted his two 
boys to be exposed to black culture and history, and Banneker was going to be the place 
where they would learn it. 
Mr. Keith maintains that in August 1996, in order to be reassured of the real 
message between the lines of the rhetoric that he was hearing form members of his 
community, he went to see Professor Charles Ogletree, who is on the Board of Trustees 
and a law professor at Harvard University to inquire about the behind the scenes drama at 
Banneker. 
Again, Mr. Keith asserts that Professor Ogletree repeated the same message that 
the other original board members stated during the school’s open meeting in July. He 
states: 
Professor Ogletree assured me that the 
School was going to be a school with an 
Afrocentric education. And that the school 
would be open to all groups, but it would be 
160 
largely recruiting black students who were 
failing in the Cambridge Public Schools, 
particularly students from low-income 
families, I felt that I could live with that. 
Mr. Keith asserts that after meeting with Professor Ogletree, he departed from his 
office in awe. He felt as though it was too good to me true. He contends that this was the 
kind of school he has been searching for his kids. 
When Mr. Keith met the first Executive Director Ms. Afiya Graham for the first 
time in person, her belief and commitment to the concept of an Afrocentric education for 
all children, especially blacks in urban communities overwhelmed him. He posits: 
She believed passionately that providing 
low-income black students with an 
Afrocentric education would be the 
Answer for their success in school. I 
bought into the philosophy of Ms. Graham 
hook line and sinker. 
Mr. Keith informed me that he shared his excitement about the Benjamin 
Banneker Charter School’s philosophy with his Baha’i community, wife and children. He 
said, “It was a sight to behold on the school’s first official day in the fall of 1996.” 
Dignitaries from the educational and political communities from the state of 
Massachusetts were at Benjamin Banneker Charter School, along with parents and other 
stakeholders of the Cambridge community. But the sight that shocked him was that his 
family was the only white family present that had children attending the school. 
Mr. Keith asserts: 
I was in a state of shock to see that the 
school was about 97% black. I 
thought that there were other white 
children enrolled at Banneker. I talked 
with other white families who informed 
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me that they were sending their children 
to Banneker. I believe many white parents 
allowed the negative rumors to persuade 
them not to send their children to Banneker. 
You know, ‘the black school.’ 
Mr. Keith asserts that he was very pleased to see a large contingent of black 
parents in attendance with their kids, taking a stand to provide a positive educational 
opportunity for their children. He said that he wanted his two sons to be exposed to black 
children in a black environment and that Banneker was the only institution where his sons 
would be able to associate with black children and within the context of their roots and 
culture. 
In addition, Mr. Keith contends that the Cambridge Public Schools and segments 
of the community opposed the charter school in town. They were more hostile towards 
the school when it became apparent that the school’s philosophy was going to be centered 
around an Afrocentric education, in order to provide a better opportunity for 
disadvantaged black children to succeed in school. Mr. Keith posits: 
It was not just about the mission or 
vision statements of Banneker that brought 
dissension in the community alone, it was 
about taking money out of the school system. 
They were least concerned about educating 
black children. When they saw that a charter 
school was going to be reality in Cambridge, 
that’s when the community and other 
prominent members of the educational 
community, along with the press began to bash 
the school about its Afrocentric education. I 
believe that opponents hoped that the negative 
rumors would serve to destroy the school’s 
image before it opened. 
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When Mr. Keith looks in retrospect to Banneker’s first academic year, 1996/97, 
he recalls that the first three months of the year appeared to be the best for him and his 
kids. He contends that the parents and community were pleased with the overall program 
at the school. Every discipline, from mathematics to music was taught in an Afrocentric 
perspective. He asserts: 
Ms. Graham centered everything about the 
school’s culture and climate around an 
Afrocentric theme. She taught the teachers 
how to teach their subjects in an Afro¬ 
centric perspective. 
Mr. Keith maintains that her goal was for every child to learn about the 
importance of the African continent, blacks in America, how they arrived here and the 
contributions they shared with the global community. He posits: 
Yes, she let black children know that 
people of color invented the number 
system and zero. The invention of 
jazz was first played by blacks in 
America, then spread abroad. She 
believed that this information was 
good for black and white children 
alike. 
Mr. Keith says that he concurred with Ms. Graham’s goal, for every child to study 
the contribution of blacks in the building of a global community. He maintains that 
exposing the contribution of blacks to black children serves as a motivation to help them 
see themselves in the personalities of famous and important people that look like them. 
On the other hand teaching whites and other ethnic groups of these contributions of 
blacks helps them to respect and appreciate blacks, and see them in a positive perspective. 
He contends that everything you heard and saw around Banneker in the academic year, 
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1996/97, under Ms. Graham’s tenure had an Afrocentric perception. Many of the 
teachers, as well as Ms. Graham dressed in African attire, some of the board members, 
and parents wore dashikis, or had some kind of African paraphernalia in or on their 
clothing. Mr. Keith adds: 
I believe that a positive piece about 
an Afrocentric education is that it 
helps to build up self-awareness and 
self-esteem in many black children from 
low-income families. It is also good 
for white children because it teaches 
them to appreciate black culture and 
Afro-American history to be as 
important as European history. 
I believe the negative side of only 
teaching everything in a Afrocentric 
focus—it robs the important con¬ 
tributions of other ethnic groups of 
their rich culture and heredity from 
the historical facts in history. 
Mr. Keith asserts that armed with the concept that was the consensus among the 
staff at Banneker that a multicultural education should be incorporated into the school’s 
curriculum, he approached Ms. Graham. He said that he shared with her the concerns of 
the staff and parents about considering developing curriculum centered around a 
multicultural perspective. He adds: 
Ms. Graham was inclined to the mission 
and vision statement of an Afrocentric 
education in every aspect of the curri¬ 
culum and did not want to deviate from 
the directives of the Board of Trustees. 
Mr. Keith points out that although the curriculum at Banneker was not as strong 
as he and others desired it to be, the staff and students were enjoying themselves. He 
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asserts that “there was a sense of family and a strong commitment among the school and 
community.” 
He said that during the second quarter of the school year things began to become 
loose at the seams. The first sign of dissension came against Banneker when a majority of 
parents began to get disenchanted with the Board of Trustees because they made them 
feel disenfranchised from the major decision making of the school. Furthermore, Mr. 
Keith contends: 
Some of the other parents and I were 
dissatisfied with the lack of parental 
involvement in the major decision 
making by the board in operating the 
school. 
He furthermore asserts that the original charter has a directive in it that charges 
the Board of Trustees to include parental involvement in the decision making of the board 
with respect to running the school. But “what the board did,” said Mr. Keith, “was listen 
to the suggestion of parents and community they shared with the board but, didn’t take 
them into serious consideration.” Mr. Keith said the straw that broke the camel’s back 
was when Ms. Graham fired two classroom teachers without the knowledge of parents or 
community leaders. He maintains that this unilateral decision by Ms. Graham caused 
parents, community stakeholders and some of the members of the Board of Trustees to 
question her commitment to the philosophy of the mission statement of Banneker and her 
leadership abilities to manage the school. 
Mr. Keith contends that the ramifications of her acts of discord were apparent in the 
resignation of five original founders/board members and in the firing of Ms. Graham. 
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He adds: 
Ms. Graham detoured from the mission 
and vision of Banneker of building a 
strong bond with parents and community. 
She was a woman who knew how to teach, 
but she did not have any administration 
experience. This was her first adminis¬ 
trative position. I believe that was 
her downfall in the end. Due to the 
dissatisfaction of the parents, faculty 
and community of not having a real input 
into the running of the school, combined 
with a weak academic curriculum, no clear 
sense of direction for the school and the 
lack of leadership abilities led to her demise. 
He asserts that in the final analysis, there were three elements that led to the 
dismissal of Ms. Graham. Firstly, the dissension she caused between many of the major 
stakeholders of the Banneker community. Secondly, the resignation of the five founders 
and original Board of Trustees. Thirdly, the new board members of trustees were 
dissatisfied with the performance of Ms. Graham for the academic year, 1996/97. 
According to the evaluation report of Banneker by the Cricket Consulting 
Company (1997), they concluded that the majority of the parents were dissatisfied with 
the following: 1) Parents’ lack of involvement in the operation of the school; 2) The 
absence of a clear curriculum for technology; and 3) Inconsistencies in student discipline. 
Thus, parent discontent in these areas appears to impact their overall perception of the 
school. Even though the majority of the parents felt that this area was of major concern, 
only 24 students were pulled out of Banneker during the 1996/97 school year. 
According to the Cricket Report (1997), 77% of parents chose Banneker because 
of the school’s Afrocentric education. Sixty-seven percent of parents cited that the small 
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classroom size, with a ratio of 11:1, as a major factor in choosing Banneker. Eighty-five 
percent of parents stated that they were willing to stay with the program at Banneker 
because they were satisfied with its overall program. 
Of the students whom I interviewed, a total of 10, Marvin, Joey and Ronald, just 
to name three, were satisfied with Banneker’s overall program. These three students were 
among the first group of students enrolled at Banneker in the school year, 1996/97. 
Marvin and Joey are the two sons of Mr. Keith, and they are the only white students 
attending Banneker. While I was interviewing Mr. Keith, on several occasions his sons 
broke into the interview. Marvin said, “I liked the school a lot better when Ms. Graham 
was the executive director, because everyone was happy”. Marvin pointed out an issue 
that bothers him and Joey in respect of being the only white students at Banneker. 
Marvin told me that when he and his brother started going to Banneker in September 
1996, most of the black kids would call them names such as “whitey”, “white-out”, 
“white-boy”, “white-trash”, and other derogatory names. Joey, the younger of the two, 
was affected emotionally by the negative acts against them. He maintains: 
A few of the black kids would hit him 
and call him names just because he was 
white. I used to cry a lot because of how 
some of the blacks harassed me. They used 
to call me ‘cry-baby’. It was very hard 
for me to cope with the physical and 
emotional abuse during my first year at 
Banneker. I told my father that I didn’t 
want to go back to that school. He would 
sit down with me to explain why I was being 
treated like I was. 
Mr. Keith explained to me that he preached the love of God to his children, and 
told them to look to the light for success. He told his kids to ignore the violence and 
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negative deeds and words of those who are not walking in the light. Joey said that he tried 
to be strong and please his father, but he said, “I wish some of those black kids at 
Banneker were the ones who were looking to the light, then it would be really easier for 
me to see the light too”. 
He asserts that when he told Ms. Graham about some of the things that some of 
the blacks were doing to him, she took care of the problem right away. He said, she 
called a special assembly and told everybody in the school, “we will not tolerate 
discrimination at Banneker. Anybody that does not respect one another or treat each 
other like brothers and sisters should leave the school, and if they will not leave own their 
own, she will expel them from the school.” Mr. Keith said that the statements that 
Marvin and Joey had said that some of the blacks were saying to them appalled him. He 
was relieved when Ms. Graham held a meeting with the parents on the same issues of 
racism that was occurring at Banneker against his children. The parents agreed that 
racism should not be tolerated at the school. 
According to the Cricket Report (1997), the majority of students were of the opinion that 
the school’s philosophy, culture, and climate were conducive for educating them to 
become successful individuals in a global community. Students were of the opinion that 
the teachers were concerned about their total welfare, because they were interested in 
their lives both inside and outside of school. Furthermore, students believed that their 
teachers were fair and wanted them to become life-long learners. Ronald maintains: 
If it wasn’t for my teachers believing in 
me and showing me that they cared about me, 
I don’t know if I would have graduated or 
passed the entrance examination to Boston 
Latin High School. Mr. Santos is dope, 
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he’s the best science teacher in the world. 
He teaches science like we are in high school 
or college. At first, a lot of us did not 
like him because he was too hard, a few parents 
complained to the board. He teaches science 
in a way that everyone can learn. Most of my 
teachers teach with a loving and caring attitude 
towards their students' 
Ronald graduated in June 2000, and is attending Boston Latin Academy for the academic 
year, 2000/01. 
The Cricket Report (1997) contends that the overall concerns of the students were 
the inadequate facilities that the school uses as the auditorium, lunchroom and gym. The 
Benjamin Banneker Charter School converted an old auditorium in the basement of the 
school building to function as the auditorium, lunchroom and gym for the students. The 
majority of the students abominate the auditorium, lunchroom and gym with a passion 
today, particularly the boys. The members of the basketball team practice in the gym at 
Banneker after school, but play opponents at a neighborhood activity center. On special 
occasions the team plays opponents at the Massachusetts College of Arts. 
Marvin asserts that “the lunchroom and the food is one of the things that most of 
us don’t like about the school. I don’t know what is the worse, the food or the 
lunchroom.” He maintains that some of his white friends in his neighborhood tease him 
about Banneker, especially about the insufficient facilities Banneker uses as the 
lunchroom and gym. He said, “sometimes I feel a little embarrassed about the school, but 
I like a lot of the black friends I have there. If I wasn’t at Banneker, I don’t think I would 
have had any black friends”. 
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Mr. Birkett indicated that during the school’s early stages, problems arose in 
leadership with the chairperson of the Board of Trustees. The first chairperson of the 
original charter, Melvina Lewis, did not have the educational background to oversee the 
proper running of the day-to-day operation of the school. Ms. Lewis only had a high 
school education, yet she was the backbone and chairperson of the Benjamin Banneker 
Charter School Founding Coalition and Board. She was the mother of five children, all 
of them attending public school in Cambridge. Ms. Lewis was very active in the political 
community and an advocate for people of color on the local and state levels. 
Mr. Birkett at times commented during our conversations: “Anybody can start a 
school, but to see the objectives and goals become a reality is a horse of another color”. 
Ms. Jarris maintains that dissension arose on the Board of Trustees in January 
1997 when it became apparent that Ms. Lewis wanted to run the school without a distinct 
understanding of direction and without parent and community input. Furthermore, Ms. 
Harris contends that Ms. Lewis did not know how to address the issue of quality control 
when negative rumors began to run rampant throughout the Cambridge community. 
During this trying time, negative press and the “black school” stigma deterred white 
families from staying at Banneker and five of the 13 board members quit, including the 
chairperson, Ms. Lewis. 
The handwriting was on the wall, and the numbering of the days for the executive 
director of the school was weighted in the balance, and was found wanting. 
According to the Cambridge Chronicle (Hombeck, 1997), within six months into 
its first year, the board selected five new board members and a new chairperson, Millie 
Blackman. Ms. Blackman did not comment on the status of Ms. Graham, but she did 
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inform Mrs. Hombeck that a search committee was in place for a new executive director. 
Later that year, Ms. Graham was released. Hombeck (1997, March 13) asserts: 
According to one member of the Board of 
Trustees. Graham is leaving after this 
school year. 
‘The executive director of the school is 
leaving. This is a fact. What we wanted 
to do is stabilize the school and put it 
on course. That’s what we agreed to’ said 
Robert Hall. ‘We have a search committee 
That’s already put together and they’re 
going to be staring soon’ (March, p.B:2). 
Hombeck (1997, March 13) contends that the five Board of Trustees that resigned 
in January 1997 were among the founding coalition of the Benjamin Banneker Charter 
School, decided to leave the board because they were of the opinion that their presence 
would hinder the progress of the school. He further maintains the issue that caused a 
major shake up among the board was the lack of parent involvement in the decision 
making of the operation of the school. Hombeck (1997, March 13) asserts: 
t 
‘Hall who has a child in the school, is one 
of the five new members of the board of 
trustees. He says parental input on school 
decisions was something that was promised 
when the school was founded’ (p.B:2). 
In addition, Hombeck (1997, March 13) maintains that the new members of the 
board were very excited about the search for a new executive director. The majority of 
the board members believed that a new director would help stop the downward dive of 
the school in the popular opinion polls in the community. Parents and the community at 
large had lost confidence in the school because the Board of Trustee and the executive 
director continued to make important decisions without their input. ‘Hall says there were 
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conflicts in philosophy in regard to decision making, including which and where they 
were coming from. What we’re trying to propose is a closer communication between the 
administration and the parents, and do what we feel is best for our children’ (p.B:2). 
Mr. Birkett was hired as the new executive director at Banneker in July 1997. His 
primary objective was to increase the enrollment of Banneker to at least 180 for the 
academic year of 1997/98. The capacity of 180 students would insure the sufficient funds 
to operate the school successfully. 
Summary 
The review of the documents and personal interviews revealed that the Benjamin 
Banneker Charter School started out with good intentions for improving the quality of 
education for impecunious black children in Cambridge. The majority of the stakeholders 
were of the opinion that a strong cultural background, in respect to the ethnicity of its 
students’ population, would serve as a catalyst in motivating students of color to seek to 
excel for higher academic achievement in school. Therefore, the entire curriculum was 
centered on an Afrocentric education that stressed a high order of social skills for students 
to develop their innate abilities and to reach their fullest potential to enable them to excel 
in all areas of human experiences. The curriculum, however, was shallow on academic 
standards during Banneker’s first school year, 1996/97. 
The Board of Trustees emphasized a sincere desire for students to master the 
fields of mathematics, science, literature and technology. The Board of Trustees adhered 
to the belief that all children should have the privilege to obtain a quality education in the 
city of Cambridge regardless of their race, gender, socioeconomic status or national 
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origin. Banneker was proposed as a school where children were perceived as being the 
most valuable resource in American society, especially disadvantaged black children. 
Mr. Birkett contends that the majority of the founders and original members of the 
Board of Trustees of the Benjamin Banneker Charter School seemed to have had the 
opinion that the school was going to be the magic formula. He asserts that “they believed 
the school was going to improve the academic achievement of poor black students 
overnight. To their dismay, that was not to be the case.” I am of the opinion that most 
businesses fail within the first five years of inception, and operating a charter school is no 
different than operating a business. The first year of any institution or business will, and 
must, go through growing pains. And yes, the Benjamin Banneker Charter School had its 
share of ups and downs during the first academic year, 1996/97. The founders of 
Banneker and the executive director, as well as their first chairwoman had a passion for 
educating impoverished black children, but according to Mr. Birkett, the chairwoman and 
executive director lacked the know-how of running a school on a daily basis. He 
maintains that the first executive director did not have any previous administrative 
experiences prior to coming to Banneker and the first chairwoman did not have any 
formal educational training beyond high school to chair the Board of Trustees. 
Mr. Birkett states “they had high expectations but low academic standards.” 
Furthermore, Mr. Birkett contends that “there was a great deal of pomp and 
circumstances, promising a glitter of hope for a hopeless people. But in the final analysis, 
everything that glitters is not gold. It may look like a diamond, but every material that 
cuts glass is not a diamond either.” 
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Mr. Birkett felt that the amount of time the staff spent on the Affocentric theme 
was poorly linked to students’ academic achievement. Also, according to Mr. Birkett, 
public support for the Afrocentric theme was less than originally anticipated. Therefore, 
it was an easy management decision to shift greater emphasis to mathematics, science, 
technology and literature without any fear of losing a significant number of parents who 
considered an Afrocentric education as a core value of their children’s schooling. The 
Board of Trustees was also charged not to down play the Afrocentric approach to 
education in the tenure of Mr. Birkett. This was a major component of the original 
charter proposal, as well as implementing and creating a curriculum policy reflective of 
excellence in literature, mathematics, science and technology. 
The Cricket Report (1997) highlighted many of the problems facing the Benjamin 
Banneker Charter School during its first year of operation. A few of these problems 
could have been severe enough to close the school down. According to the mandate, set 
forth by the DOE, in order to have its charter renewed, charter schools must demonstrate 
to the State of Massachusetts Department of Education that they have met the conditions 
of their original charter proposal. Without a shadow of a doubt, a charter school must 
show forth academic and financial stability and fulfill the goals and objectives set forth in 
its original charter application. Sadly, if the charter school cannot demonstrate that these 
three conditions have been met, it will not receive a renewal of its charter (Birkett, 2000). 
The results of the California Achievement Test (CAT), given to the fifth graders 
in 1996, were below the state average. The Renewal Charter Application (2000) reported 
the total mean scores: in reading, 4.2; Language Arts, 3:8; and math, 4.2. Mr. Birkett 
asserted that the State of Massachusetts’ Department of Education (DOE) recognized that 
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many of the students enrolled in the fifth grade at Banneker were performing below grade 
level prior to enrolling in the school in the fall of 1996. Again, Mr. Birkett posited: “That 
is the mission of Banneker, the school was established to help minority, low-income and 
disadvantaged children who were typically stereotyped as innate underachievers to 
believe they could achieve.” 
The Cricket Report (1997, p.22) asserted that the Benjamin Banneker Charter 
School suffered a major setback when 15% of the parents withdrew their children from 
the school for following reason: 
* Inconsistency in classroom discipline 
* Lack of a clear direction in curriculum 
* Lack on parental involvement 
* Lack of use of technology in the classroom 
The Cricket Report (1997) recommended that the Benjamin Banneker Charter 
School had to develop innovative means of increasing their enrollment and new methods 
of winning back dissatisfied parents by any means necessary. The Cricket Report (1997) 
contended that the future of Banneker truly depended on the students’ population, 
especially when its goal was to add a new eighth grade in the school year of 1999-2000. 
In addition, the Cricket Report (1997) asserted that the school would be doomed if 
it could not fulfill its goals and objectives as stated in the original charter in respect to its 
mission and vision statements. These included offering a quality technology education 
for all of its students, and ensuring that its teachers had both the resources and ability to 
integrate technology into their curriculum. Mr. Birkett informed me that when he came 
on board, the school was indeed in danger of closing down. He contends that “there was 
no standard curriculum in technology education to improve the quality of student or 
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teacher comprehension in technology at Banneker.” Again, he maintains, “teachers must 
teach children how to master the fundamentals of mathematics, science, technology and 
literature before they can master the literature, science, technology and mathematics of 
Benjamin Banneker or any one else” (Personal Communication with Mr. Birkett, 2000). 
Mr. Birkett was determined to set Banneker on solid ground during his tenure. He 
knew in order to do this he needed support from the board, parents and community. One 
of his first directives was that the Board of Trustees hire a full time technology director 
for the academic year 1997/98. 
Therefore, as we enter the subsequent years of Banneker under the leadership of 
Mr. Birkett from 1997 until 1999, we see a transition of the school from an 
oversimplified Afrocentric theme consisting of social orientation to a rigorous academic 
format consistent throughout the school. I called these years, the years of transition. 
The Years of Transition 
Part II of Chapter IV evaluates the academic achievement of students of the 
Benjamin Banneker Charter School under the leadership of Mr. Frederick Birkett, the 
Executive Director, for the school years, 1997/98 and 1998/99. In addition, I appraised 
Banneker’s Afrocentric motif; and learning styles during this same period. 
The data that I gathered in this section of the dissertation derive from review of 
documents, structured and unstructured interviews. The review of documents covered the 
academic years, 1997/98 and 1998/99, under the tenure of Mr. Birkett. These documents 
consisted of the school’s annual reports from the school years, 1997/98 and 1998/99, and 
BBCS’s parent handbooks for the school years, 1997/98 and 1998/99. I also included the 
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State of Massachusetts’ Department of Education Site Visit Report of June 1999 to 
solidify and verify the legitimacy of students’ academic achievement at the Benjamin 
Banneker Charter School. 
During the duration of my fieldwork in which data was collected and analyzed for 
this case study, I interviewed an original Board of Trustee member; one member from the 
board since 1997; executive director; director of curriculum; an elected official; two 
original faculty members; technology specialist; 2 additional staff or faculty; and 10 
parents and students from the Banneker community for this part of Chapter IV. Some of 
the interviews were held at school, homes and restaurants. The interviews ranged from 
15-to-90 minutes, depending on the circumstances of the interviewees and locations of 
the sections. 
Birkett (2000) explains in this book that the aimual report is one of the most 
important documents of a charter school. Furthermore, he states that it delineates what 
the school has accomplished during its academic year. Most important, it evaluates the 
success or failure of the school with respect to fulfilling the mission and vision statements 
of its original charter or previous annual report. In addition, he contends that the annual 
report is the eyes and ears for people who are interested in the school’s status, teachers’ 
accountability, and students’ achievement. He also adds that the annual report is used to 
self-evaluate the school, to measure its academic success and direct where the school is 
going. In addition, Birkett (2000) contends: 
Embodied in the annual report are statistics 
on the school. These include student enroll¬ 
ment data, types of academic and social sup¬ 
port services students are receiving from the 
school, ethnic breakdown of students, results 
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of students’ standardized assessments, and 
accomplishments the school has made in the 
community. The report will also reflect 
the certification and experience of teachers, 
awards and recognition of teachers, the school’s 
financial status, state and federal grants 
received, money donated to the school, and 
school visitations by elected officials, 
community leaders, and others (p.56). 
Furthermore, he maintains that another important document that determines the 
success of a charter school is the State’s Department of Education Site Visit Report. The 
report is an evaluation of the school by state officials from the DOE. State officials’ 
review the original charter and the annual reports prior to visiting the school. The state 
officials visit the school and evaluate the school for several days or more, utilizing the 
data from the school’s charter and annual reports. According to Birkett (2000), state 
officials meet with leading stakeholders from the school and community to assess the 
pros and cons of the operation of the school through observations and personal 
^interviews. Furthermore, he contends that the school’s Site Visit Report renders findings 
that serve as a valuable tool for parents who are trying to make a conscious and intelligent 
decision when sending their children to a charter school. This document reveals the seen 
and unseen strengths and weaknesses of a school’s educational program. Most important, 
according to Mr. Birkett, is that the school’s Site Visit Report can help a school improve 
its academic program, in order to meet the expectations of the state, and fulfill the total 
needs of the students as stated in its original or annual reports. The charter may be 
revised as outlined in the school’s annual reports. 
Additional information about what occurred at the school during the school years, 
1997/98 and 1998/1999, relied on structured and unstructured interviews of various 
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stakeholders in the Cambridge community and newspapers articles from the Cambridge 
Chronicle. 
Part II of this chapter begins with the review of the school’s 1996/1997 annual 
report. This report indicated that enrollment started at the capacity of 180 students in the 
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fall of 1996, but two months later, dropped to a low of 165 students, after two teachers 
were fired without parents’ or community involvement, in addition to other problems. 
The school was facing possible closure due to its loss of 15% of its student body, an 
insufficient technology curriculum, and a lack of clear goals and objectives in its 
discipline curricula across the board. 
With the possibility of closing down, the Board of Trustees made a change in 
leadership by hiring a new executive director and selected a new chairperson for the 
Board of Trustees. The 1997/1998 school year saw resurgence in enrollment with 180 
students again. Mr. Birkett explained that he and a team of faithful teachers called 
parents and went to their homes to speak with them about re-enrolling their children in 
Banneker. Their hard work was successful in bringing back 25 students, increasing the 
total of the student body to its capacity of 180 for the academic year of 1997/98. The 
student enrollment of 180 was sufficient for the financial stability of Banneker to 
continue operating as a viable educational institution in the Commonwealth of 
Massachusetts. 
During the school year of 1997/1998, Mr. Birkett contends that he also began to 
recruit teachers with state certifications and teacher’s assistants with college experience, 
who shared his philosophy of creating schools that were efficient and met all of the 
children’s needs. He maintains that only 55 percent of the teachers at Banneker had state 
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certification in the academic year of 1997/98. He preferred to re-establish the perception 
of the school’s image from that of a school with a strong Affocentric educational theme to 
that of a school with a strong academic curriculum, with special emphasis in 
mathematics, science, technology and literature. He admitted that the school’s original 
charter in 1996 emphasized an Affocentric educational plan that focused on students’ 
social values, behaviors and responsibility within and without the walls of Banneker. 
Yet, he admits that when he arrived at Banneker public support of the Affocentric theme 
was less than originally anticipated. Therefore, it was easier to shift greater attention to 
mathematics, science, technology and literature without fear of losing the 77 percent of 
parents who considered Afrocentric education a core value of their children’s education at 
Banneker. 
Mr. Birkett states: 
The original charter stated that 
teachers would use technology to help provide 
a balanced instructional program for students 
and help them develop technological skills 
they would need to function in the 21st 
century. The founders of the original charter, 
coined the term “Cyberkey”; teaching students 
to use technology that linked computers and 
videos. We departed ffom this idea not because 
of any lack of enthusiasm for the original 
plan, but because we saw the greater need 
for more basic computer instruction for 
teachers and students. Yet, in reality, the 
full utilization of technology was insufficient 
at Banneker during the school year, 1996/97. 
Mr. Birkett contends that in order to enhance the vision of the school’s original 
charter of incorporating technology education in every classroom, he recommended that 
the Board of Trustees should hire a full-time technology director. He also knew that the 
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Cricket Consulting Company had found that the use of technology education was not 
being utilized at Banneker. According to the Cricket Report (1997), Banneker teachers 
had little knowledge or proficiency to use existing hardware, software and networking 
resources. He emphasized that if the school was to realize its goal of providing every 
student at Banneker with a competitive advantage in technology education, it was of 
urgent concern for the Board of Trustees to hire a technology director to help teachers in 
the use of basic technology educational programs and introduce students to the 
information age and the use of computers. Consequently, the Board of Trustees hired a 
technology director, Mr. James Smith, to help direct technology at the school for the next 
several years. Mr. Birkett asserts that Mr. Smith spent the first part of the 1997/98 school 
year rebuilding the school computer network, attending to many minor repairs and 
software problems in the classrooms and administrative areas, and training teachers and 
students in the new concepts of technology education in the classrooms. 
In addition to hiring Mr. Smith, Banneker also opened up a state-of-the-art 
computer lab with 20 high-speed Macintosh G3 computers. Mr. Smith states: 
It quickly became apparent that the 
school’s internal network and Internet 
connection was not adequate to handle the 
increased demands created by opening the 
computer lab. To address this problem, 
the network was upgraded to a ‘switched’ 
configuration, the server’s internal 
network connections were upgraded to 
‘100 base T’, and the Internet connection 
speed was upgraded to T-l (Personal 
Communication with Mr. Smith, 2000). 
Furthermore, Mr. Smith explained that other hardware/software tasks for the 
1997/98 school year were as follows: 
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1. Reconfigured Network Closet (NC) to reconnect 
classrooms to the network. 
2. Verified Internet connection to all computers. 
3. Added more memory to all administrative 
computers. 
4. Installed and configured 8 computers in 
various building locations. 
5. Upgrade memory in all lab workstations. 
6. Installed and configured new G3 server for lab. 
7. Installed and configured 2 automated backup 
systems for servers. 
Mr. Smith says that in the school year of 1998/99, Mr. Birkett believed that staff 
development was critical to student development in the area of technology education. 
Therefore, Mr. Birkett and Mr. Smith set up professional developmental workshops at 
Banneker to make teachers more comfortable with computers to enable them to integrate 
technology education in their lessons. The staff was trained in technology education, 
which included the following items: 
1. Word-processing 
2. Spreadsheets 
3. Hotlinks/Searching 
4. Database 
5. HyperStudio 
6. Graphics 
Mr. Birkett asserts that this was the beginning of a change in the philosophy of the 
school, which was previously mandated by the founders of the charter in 1996. The 
Board of Trustees did not want him to downplay the concept of an Afrocentric education 
altogether. Yet, they allowed him to improve students’ academic achievement and the 
image of the school within his own discretion, providing that his motif did not totally 
eliminate the mission and vision of the original charter and alienate the majority of 
parents (77%) who chose Banneker for its Afrocentric educational philosophy. 
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Mr. Birkett came to Banneker from the Renaissance Charter School in Boston, 
where he served as the assistant headmaster for two years. He also brought to Banneker 
his military training of five years as a captain in the United States Air Force. He has a 
M.Ed., from the Harvard University’s Graduate School of Education, and has served on 
the board of directors for two charter schools in the Boston area. His credentials include 
having assisted various civil and educational organizations in opening and operating 
charter schools across the United States. He is also an author of a book titled, Charter 
Schools: The Parent’s Complete Guide (Birkett, 2000, Prima Publishing). Therefore, 
with his military and educational experiences, he is well equipped to lead the Benjamin 
Banneker Charter School forward into a new paradigm of excellence in education. 
Ms. Kenya Brown, the current director of curriculum, instruction and assessment 
was hired by Mr. Birkett in the academic year 1999/00 and renders an indirect 
explanation of what occurred at Banneker in the school years 1996/97 and 1997/98. She 
posits: 
During the first two years at Banneker, the 
school-wide instructional approach in all 
content areas focused on thematic integration. 
All subject areas were taught within the context 
of an Afrocentric theme. While initially, 
during several orientation meetings, teachers 
were given training in how to align thematic 
instructional units with the Massachusetts 
State Frameworks; this focus was soon lost. 
Outside of using the school-wide, grade- 
level, end-of-the-year expectations to 
plan units, there was little uniformity 
and consensus around what teachers should 
teach and what students were expected to 
learn on a daily basis. 
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Furthermore, Ms. Brown contends that in the school year of 1998/99, several 
teams of teachers and administrators worked collaboratively to design a school-wide 
curriculum for the four core subject areas: mathematics, science, social studies, and 
English/language arts. In addition, Mr. Birkett hired Larry Mobley, a mathematics 
specialist, to supervise the mathematics department. Mr. Mobley worked closely with 
teachers of mathematics, providing instructional and assessment support in the classroom. 
By the end of the academic year of 1998/1999, Banneker had its first standardized 
curriculum. 
Even though Banneker had its first standardized curriculum, many teachers were 
unfamiliar with using a standards—based curriculum. In the final analysis, the students 
suffered in the learning process in the school’s attempt to establish a core curriculum 
school-wide, parallel to the state’s frameworks. 
The Benjamin Banneker Charter School is unique in its own right due to their 
Special Education Program. Mr. Birkett asserts that the school’s approach to Special 
Education is to provide services to students using the inclusion model with pullouts as 
warranted. He furthermore states: 
Our Special Education Program was truly 
exceptional in the services provided to 
the ‘special needs’ students at Banneker. 
This fact was further evidenced by the 
Coordinated Program Review inspection 
of Banneker’s Special Education Program by 
the DOE during 1998-1999. Our Special 
Education Program received the highest 
rating from the DOE indicating we were 
found to be substantially in compliance 
(BBCS Annual Report, 1999, p.5). 
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This recognition of the Special Education Program was one of the highlights of 
Mr. Birkett’s tenure at Banneker. He was beaming with excitement when he shared this 
information with me. 
Mr. Birkett also contends that for the academic year of 1998/1999, student 
enrollment increased to 290, adding two 7th grades, while student applications rose from 
98 in 1998, to 220 in 1999. This was a 124 percent increase from the previous years. 
Mr. Birkett passionately emphasizes the fact that the Benjamin Banneker Charter 
School was conceived out of the desires of parents of disadvantaged children, particularly 
black children, who are typically stereotyped as innate underachievers. He adds, “low- 
income black students will be challenged to meet their fullest potential in all areas in life 
at Banneker.” 
According to the Benjamin Banneker Charter School’s Annual Report (1998/99), 
for academic year of 1998/1999, the ethnic profile of the student body consisted of the 
following: 91 percent blacks, 5 percent Hispanic, 2 percent Native American, and 2 
percent non-minority. Sixty-four percent of the students’ families qualified for the 
Federal School Lunch Program. 
Mr. Birkett asserts that the Banneker students’ Massachusetts Comprehensive 
Assessment System (MCAS) scores were among the lowest in the state in the academic 
years of 1997/98 and 1998/99. Yet, neither he nor Assistant Principal Robin Harris was 
surprised that the students did not do well on the MCAS, based on the above data. Mr. 
Birkett frames these results as acceptable given the scores of schools with comparable 
students’ socioeconomic characteristics and also the fact that this was the Banneker’s 
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third year in operation. Again, Mr. Birkett further emphasized the mission statement of 
Banneker: 
The mission of Banneker is to help minority 
and disadvantaged youths overcome the 
traditional barriers to academic success. 
Banneker was stated by a group of black 
educators and parents who believed that 
too often, minority children are not well- 
served in public schools in Cambridge. 
It was formed to give its students a 
more personalized education (Personal 
Communication, Birkett, 2000). 
Noted also by Mr. Birkett were the test results of the Stanford-9, another 
standardized test the school uses to determine the actual assessment of student 
performances. The majority of students at Banneker performed better on this test than 
the MCAS, in the last three years. Mr. Birkett asserts that “the benefit of the Stanford-9 
is that we can use it in the fall and the spring on the same group of students to see how far 
they’ve come.” “With the MCAS, it’s a one-shot, one-time test.” 
Mr. Birkett said he and the teachers knew that the students who tested on the 
MCAS in 1999 needed mathematics enrichment, so instruction has been re-aligned to 
meet their needs. He hired a mathematics specialist to assist teachers of mathematics in 
augmenting their classroom instruction for optimal learning for all students at Banneker. 
During the school year of 1998/1999, Mr. Birkett also boosted the writing and 
reading curriculum by instituting rubrics to grade writing assignments and by keeping 
chronological records that profile each child’s progress. He insists in using rubrics to 
grade students’ writings and problem solving in mathematics because the MCAS graders 
use a rubric when scoring the test. Furthermore, Mr. Birkett has begun holding MCAS 
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orientation meetings with parents and preparation sessions with students to provide the 
Banneker’s community with optimal opportunity to understand what is going to be tested, 
the format of the test, and a chance to practice before the actual test session. 
Mr. Birkett is confident saying: “We’ll get the results we want on the next test 
(MCAS). Our numbers should be much better next year.” 
Furthermore, he pointed out that parents also feel confident, as the school’s 
waiting list of students for each grade level increases for the next academic school year, 
1999/2000. 
According to the State Site Visit Report in June of 1999, when responding to how 
Banneker’s students were performing on internal and external assessments in their 
1998/99 annual report, the report stated: 
The school’s 1998/99 annual report presents 
student performance data from administrators 
of the Stanford-9, MCAS, and staff assess¬ 
ments of students’ outcome relative to Banneker 
curricular standards. The presentation of 
data does a better job of showing absolute 
performance on given administrations of the test 
than it does of showing longitudinal progress 
of students. The school’s written application 
for renewal, and the renewal inspection team’s 
analysis of students’ performances, should each 
focus especially on longitudinal progress 
(Daft, Site Visit Report, 1999, p.3-4). 
According to the school’s annual report of 1998/99, student assessments showed a 
rise in test scores among students taking the pre-test on the Sandford-9 in the fall of 1998, 
in comparison to the post-test on the Standford-9 in the spring of 1999. The school s 
claim about students’ performances are supported by evidence from impartial, 
independent assessments such as: 
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1. Standardized tests 
2. Pre, mid, and post assessments 
3. Rubrics 
4. Internal teacher evaluations 
5. Quarterly report cards. 
This data presented provides a comprehensive 
picture of how all of the school’s students 
have performed relative to the school’s 
specific academic performance objectives and 
illustrates the range of performance and the 
variations in performance among those students (p. 11). 
Mr. Birkett maintained that the difference between the findings of the state during 
its site visit and the data presented by Banneker in its internal and external assessments of 
students lie within the pre-test and post-test results of student assessment, and not in the 
longitudinal progress of students’ assessments. He further added that Banneker bases its 
success upon how far a student has progressed from the beginning to the end of a school 
year. He claimed that the MCAS measures success on a one-time test. Yet, in the final 
analysis, Mr. Birkett pointed out that the state agreed that Banneker demonstrated 
progress in student assessment during the academic year of 1998/99. 
The state’s Site Visit Report (1999) responded to the question: Is the school’s 
curriculum based on high standards, both in terms of content and performance? The 
report stated: 
Based on the observations and interviews 
during our visit, it is clear that the 
school continues to move toward a common 
school-wide curriculum, based on a common 
set of academic standard that spell out 
performance objectives at each grade 
level. At the time of the June 1999 
site visit, the school was in the midst 
of implementing newly designed standards. 
Although the school was still mid-course 
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in this work at the time of the visit, we 
witnessed enough indications that there is 
a general commitment by the board of 
trustees and staff to finish the work of 
developing these standards, as well as 
developing and employing uniform assess¬ 
ment tools to gauge students’ progress 
against those standards. 
In regard to the continued development 
of school-wide standards and curriculum, 
we learned that these draft standards are 
not yet consistently used in the academic 
program. During the 1998/99 school year, 
the school emphasized implementation of 
the English and Math standards. Teachers 
that we interviewed commented that perhaps 
the greatest immediate challenge facing 
the academic program was for the staff 
to begin using the standards in a uniform 
manner, and developing curriculum and 
assessment tools in a consistent manner. 
It was not clear that all teachers are 
committed to these goals (p.2). 
Although Mr. Birkett was diligently working on providing Banneker with high 
standards and expectations to increase the academic achievement of its students, the 
school was yet faced with its share of problems internally and externally with major 
stakeholders. 
Anna Riggs, executive assistant to Mr. Birkett, is also a parent of a daughter at 
Banneker who is in the second grade. She asserted that she and other parents voiced their 
frustration with the lack of clarity in the overall school-wide academic curriculum to the 
Board of Trustees on several occasions during the academic year of 1998/99. 
Furthermore, Ms. Riggs maintained: 
Although there has been an improvement in 
the academic curriculum in the first two 
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years, we are confused about how the 
school will attain the high academic 
standards and expectations and who will 
control the process. 
She also added that while the majority of parents support the Board of Trustees, 
others commented that it did not have a clear or effective means of hearing the input of 
parents and the community at large. She says that some parents viewed their interaction 
with the board as a figurehead or a piece of window dressing. She contends that “this 
happens because the board invites parents and the community to give their opinions in 
board meetings, but most of the time their views fall on deaf ears.” “For this part,” said 
Ms. Riggs; “the board realizes the tension this causes.” 
Mr. Jarris, an original board member stated: “We are addressing these tensions 
through open forums designed to solicit parent input.” But Ms. Riggs responded by 
saying: “Parents and community advocates are once again of the opinion that these open 
forums are only window dressing.” She added, “the board is strong on rhetoric but weak 
on action.” Mr. Keith added stronger language when he addressed this issue. He 
asserted: 
This is all a bunch of bull. The board 
doesn’t really care about what parents and 
members of the community think about. 
To them, it’s all about power. 
It seems as though it all goes back to a saying I read in a motivational book that 
states: ‘People don't care about how much you know, until they know how much you 
care.’ Therefore, in the case of the Board of Trustees and the Cambridge community, 
tensions would not subside until the board showed the community that they truly cared 
about their concerns. Until this becomes evident, the tension would likely remain. 
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Ms. Riggs also asserted that some of the teachers felt disenfranchised by the 
Board of Trustees with the overall results of the curriculum standards. She added, “there 
appears to be no clear understanding of how the curriculum standards was developed and 
how it will be implemented with consistency among the staff.” 
Michael Page, a Board of Trustee member and teacher at Banneker, said, “most 
teachers expressed confusion in respect to the goals and objectives of the curriculum 
standards, during the academic year of 1998/99.” He furthermore maintained that “in 
some cases the administration didn’t enforce the teachers as a whole to implement the 
curriculum standards into their classroom instructions.” He also asserted that there 
appeared to be a laissez-faire approach to some teachers concerning to the new standards, 
while others were pressured to comply with the new standards. This inconsistency lead to 
some of the teachers leaving Banneker at the end of the school year, 1998/99 (Personal 
Communication with Michael Page, 2000). 
Mr. Keith maintained that a small group of parents believed that the firing of Ms. 
Graham and the hiring of Mr. Birkett were major mistakes by the Board of Trustees. 
They felt that Ms. Graham interacted with students, teachers and parents better than Mr. 
Birkett did. 
Several parents asked that they remain anonymous during this interview because 
they did not want to be perceived as restraining forces against Mr. Birkett or as hindering 
the progress of Banneker. Mr. Keith maintained that some of the parents were against 
Mr. Birkett’s concepts of watering down the Afrocentric educational approach to 
educating minority children—particularly black children. They thought that teaching 
black children, as well as non-minority children Afrocentric social values would be 
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beneficial to all groups of children in the long run. Mr. Keith contended that these 
parents are in favor of high curriculum standards in order to propel minority students into 
the mainstream of American society, but not at the expense of discontinuing an 
Afrocentric or multicultural educational program. But Mr. Birkett defended his move 
away from a social cultural educational program to a rigorous academic standard by citing 
the academic improvement in students’ test scores on the Iowa and Standard-9 
standardized tests for the school year, 1998/99. 
Ms. Riggs maintained that the new teachers that Mr. Birkett hired in his tenure 
were hired for their love, high standards and expectations for children’s academic 
achievement. Mr. Birkett says: “I am not concerned about the color or ethnicity of a 
teacher, I just want him or her to be an effective teacher in the classroom. You know, 
there are a few black teachers, who I will not hire, because they are bad teachers, it’s as 
simple as that.” 
Mr. Keith contended that there are some parents believed that Mr. Birkett has 
turned Banneker into just another preparatory school in the state of Massachusetts since 
his arrival in the academic year, 1997/98. Yet, on the other hand, he asserts that the 
majority of parents are pleased with the direction of Mr. Birkett, since they are seeing 
improvement in their children’s’ test score on the Standard-9 and Iowa Reading Test 
Scores at Banneker. 
Mr. Keith also asserted that another chief concern expressed by students, parents, 
teachers, administrators, and trustees was the continuing need at the school to enforce a 
clear and consistent standard of discipline and behavior for students. He further added 
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that each individual from the above group voiced their frustration about the school’s 
policy on student discipline. Mr; Keith stated: 
Parents and students alike, give credence 
that a segment of the teaching staff do 
not have control of their classrooms. 
Students who need to be suspended are only 
given a slap on the wrist. Parents desire 
to see violent students expelled from school. 
Mr. Birkett advocates that suspension and expulsion are not the solution for 
correcting negative behavior. He prefers counseling students and issuing In-House- 
Suspension instead of Out-Of-School-Suspension. He says: 
What service does Out-Of-School-Suspension 
do to correct a negative behavior for child¬ 
ren. Many of these children know if they 
acted out their behavior in a negative fash¬ 
ion, they would be sent home. What are they 
learning positive at home. I presume a 
negative reaction to a negative action is 
self-defeated exploits in the long run in try¬ 
ing to correct a wrong in children. 
In the state’s Site Visit Report in June of 1999, the officials voiced some the same 
findings in their report: 
Parents, students, and teachers commented 
on the inconsistent discipline standards 
throughout the school, with some staff 
members holding a clear and worthy stand¬ 
ard for behavior (and providing consequences 
for students who do not meet it). While 
others hold a fairly lax standard and do 
not respond adequately to inappropriate 
behavior. Students and parents commented 
on the continual distraction that such 
un-addressed bad behavior was causing for 
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students who are trying to make academic 
progress. Several teachers criticized the 
school administration for not responding 
consistently or effectively to students who 
chronically misbehave. Trustees voiced f 
rustration at the ineffective strategy of repeatedly 
suspending students who misbehave. Some 
students and some teachers suggested 
that the core problem with attaining stronger 
discipline at the school was the fact 
that many parents were unwilling to 
support teachers’ efforts to discipline 
their children. Regardless of the 
specifics of this issue, it was clearly 
expressed by representatives of all 
constituencies that the discipline 
standard at Banneker is neither clear 
nor consistently enforced. Furthermore, 
there does not appear to be a clear 
strategy for addressing this problem 
(P-3). 
Ms. Riggs maintained that with all of the frustration espoused by major 
stakeholders of the Banneker family, many students, teachers and parents have no doubt 
that they are safe in the Banneker’s environment. On the other hand, she admitted that 
some parents voiced their safety concerns over the high infractions of student-to-student 
altercations. 
On a positive note, Ms. Riggs asserted that the majority of parents and the 
Banneker staff are satisfied with the overall educational program. She added, “many of 
the parents and teachers believed that Mr. Birkett is doing an excellent job at Banneker.” 
She also asserted that he has a reputation for being a workaholic because he works 16 
hours a school day, and is often seen at the school on weekends. Furthermore, added 
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Ms. Riggs: 
Parents also commented that the academic 
program, in general, seemed more challenging 
to students. Some parents also credited 
teachers with improving their interactions 
with students. Parents were also pleased 
that teachers were reporting to families 
about the academic performance of students 
in a more effective manner than in the past. 
Mr. Page asserted that the majority of students who enrolled at Banneker, when it 
opened in 1996 are convinced that the school has significantly changed for the better. He 
adds that many of them are of the opinion that things are improving at Banneker year-by¬ 
year. But, he contends that a few of the students hold a different opinion. Some of them 
are convinced the school has lost its sense of family and community. This opinion was 
voiced by several of the staff members other than Michael Page. He was a member of the 
staff on the opening day of school in 1996. He concurred: “The school has definitely lost 
that sense of family and togetherness that existed in the beginning with Ms. Graham’s 
tenure, especially it’s Afrocentric theme.” 
Summary 
Students’ academic performance under the leadership of Mr. Birkett has been 
outlined in this chapter with the following documents: 1) BBCS 1997/98 and 1998/99 
Annual Reports, 2) The Massachusetts Department of Education’s Site Visit Report, 
1999, 3) Articles from the Cambridge Chronicle, and 4) Structured and unstructured 
interviews 
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The annual reports of Banneker outlined and evaluated the academic progress of 
the school and how it achieved better results on norm reference standardized assessments 
for all of its students. The state’s Site Visit Report reviewed the school’s annual reports 
and visited the school to determine if it was successful in fulfilling the goals and 
objectives as mandated in the original charter and in the annual reports. Birkett (2000) 
asserted that in some cases the annual report amends the academic standards that were 
first recommended in the original charter. He further added that the annual report leaves 
room for charter schools to improve upon its performance in every aspect of its operation. 
Some of these changes for improvement in students’ academic achievements have been 
modified for the success of the educational program. 
During the collection of the data, I am of the opinion that the personal interviews 
contributed a more human perception to all of what has happened during the academic 
years between 1997/98 and 1998/99. These interviews with human participants allowed 
the written words of the annual reports and state’s Site Visit Report to become alive when 
you reads them. The documents and personal interviews appeared to be aligned with 
each other. 
The state’s Site Visit Report (1999) and articles in the Cambridge Chronicle 
newspaper from 1998 to 1999 revealed that the school was progressing forward in the 
right direction. Only a small group of the parents, students and teachers disagree with 
this assumption. At the end of the academic year, parents that disagreed with the vision 
of the school withdrew their children; teachers that disagreed quit. 
Ms. Riggs maintained that the parents that sent their children to Banneker because 
of its Afrocentric educational theme, and believed that their children would receive more 
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of a complete education here, with a strong component in multicultural education, than if 
they had sent their children to one of the traditional public schools in the city. 
She also added that many of the parents have made the transition from a strong 
Afrocentric curriculum to a rigorous academic curriculum under the direction of Mr. 
Birkett with the greatest of ease. She further admitted that some parents resisted the 
change at first, but felt that it was the lessor of the two evils. She said that some parents 
realized that if the school continued to go in the path that it was going, it would probably 
have been closed down by now. Therefore, Mr. Birkett is hailed by many of the major 
stakeholders and is damned by a few who believed that he has sold out to the demands of 
the non-minority community. Mr. Birkett counterattacked his critics by saying: “I sold 
out all right, but I sold out to the children, and because I sold out to the children, I can’t 
be bought out by anyone else.” 
Mr. Birkett pointed out: “The enrollment is up from 180 from the school year, 
1997/98 to an increase of 297 in the school year, 1998/99. He insisted, therefore, we 
fnust be doing something right.” When his critics use the MCAS as grounds that the 
school is failing its students, Mr. Birkett is quick to mention that the sole purpose of 
Banneker was to improve the academic achievement of impoverished minority students, 
particularly black students. Furthermore, Mr. Birkett contended that “his critics should 
consider an important fact, the majority of the student body that goes to Banneker is 
among the poorest of the poor in the community.” In addition he asserted: 
While in the Cambridge public schools, many of the 
students were performing at one or two grade level 
below average. But now, their progress is evident when 
their assessment of the Standard-9 and Iowa Reading 
Test Scores are measured. 
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He reminded his critics, that “if you compare apples with apples, (this is in 
regards to student’s socioeconomic status) the apples at Banneker will show forth positive 
change in every area of life.” 
Mr. Birkett also pointed out to his opponents that since he arrived at Banneker, he 
addressed the important issues in educating impoverished black children. When he came 
on board, the school was in disarray. The technology curriculum was lacking a clear 
sense of direction for teachers and students. He asserted that he took the bull by the horns 
and requested the board to hire a full-time technology director to assist the staff in 
implementing and updating the schools’ technology educational program. He maintained 
that his technology educational program is second to none in the state of Massachusetts. 
Mr. Smith, the technology director concurs with Mr. Birkett. I remembered when I was 
interviewing Mr. Smith; he spoke about the technology education curriculum with the 
pride of a first-time father who witnessed the birth of a son. He was talking about T-l 
and G-3 and broadband and other technology terms. It was as though he was speaking 
Greek to me, but I didn’t have to understand the terminology to know that he has faith in 
the technology education curriculum at Banneker. 
When the school was faced with some of the lowest scores on the MCAS in 
Cambridge, Mr. Birkett demanded the Board of Trustees to hire a math/technology 
director to assist the teachers of mathematics and offer extra help for students after school 
and during the summer. He also invited parents to engage in dialogue about educating 
themselves and their children concerning the test format in public forums held at 
Banneker. 
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The state’s Site Visit Report also sheds light on the fact that Mr. Birkett is moving 
the school in the right direction. The report confirms that the school has come a long way 
from the fall of 1996, but Mr. Birkett will be the first to say that they have a long way to 
go in order to prepare students to be successful individuals in a global community in the 
21st century. The state’s Site Visit Report found Banneker lacking a clear and systematic 
approach to a standard curriculum for the school-wide program and a consistent 
discipline/behavior policy. Mr. Birkett says that he is working on ways and means to 
rectify these deficiencies. He realizes that it takes time to reach perfection in the 
educational community. He says: 
The demands on a charter school is much 
greater than that of public schools. 
Everyone wants charter schools to be the 
house of refugee for under achieving 
students, particularly black students. 
It’s not to be the case—at least at 
Banneker. Everyone thinks that a charter 
school can measure up to a public school 
that has been in operation for 40—years in 
3-to-5 years. That’s absurd. But that’s 
what the public thinks. 
On the question of developing a school-wide policy for disciplining students for 
negative behavior, Mr. Birkett’s answer has a humanistic approach. He supposes that 
suspending students out of school serves no real means of rectifying students’ negative 
behavior. He maintains that a positive approach will serve in producing positive results 
in the lives of students. These positive procedures are outlined in the BBCS s Parent 
Handbook for the academic year of 1998/99, p.25-26. Mr. Birkett contends that if 
teachers approach students politely, fairly, and consistently, exhibiting positive means of 
intent in dealing with them, the end results will turn out favorably for both parties. 
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The work at Banneker had only just begun in the mind of Mr. Birkett. He looked 
forward to the coming school year of 1999/2000 to start on a good note. In order to align 
Banneker with a school-wide academic curriculum in accordance with the Massachusetts 
State Frameworks for all teachers to adhere to, Mr. Birkett asked the Board of Trustees to 
hire a curriculum, instruction and assessment director. The duties of the curriculum, 
instruction and assessment director are to assist the school in developing and 
implementing a school-wide standard curriculum, aligned with the Massachusetts State 
Frameworks for improving students’ academic achievements. 
The Years of Reasons 
Part El of Chapter VI explores the innovations of Benjamin Banneker Charter 
School for the academic years 1999/00 and 2000/01, under the leadership of Mr. Birkett. 
In this part of my dissertation I focused on the analysis of the data covering the 
time I first gained access into the Benjamin Banneker Charter School in February of 
2000. I analyzed the following documents: the Annual Report, 1999/00, Parent 
Handbooks, 1999/00 and 2000/01; articles from the Cambridge Chronicle, 1999-2000; 
the Charter Renewal Application, August 2000, and the Renewal Site Visit Report, 
November 2000. 
In addition, I reported on 30 of my observations of teachers in their classrooms, 
faculty meetings, and their interactions with parents and students. Moreover, I analyzed 
structured and unstructured interviews with 20 volunteer participants. Some of my 
interviews with teachers, students and parents occurred when I began a casual 
conversation with them. It seemed as though many of the participants were comfortable 
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talking with me when I informed them that our conversations would be private and 
without a tape recorder. I would write notes as we talked about the school; none of the 
participants objected to this. I believed I received the most in-depth information when I 
utilized this method. There were a couple of down sides to this method. First, if I did not 
rewrite my notes quickly upon returning home, I was not able to quote the participants 
verbatim. Secondly, sometimes I would get caught up in the emotions of the 
conversation and forget to write down the interviewees’ quotes word-for-word. In most 
cases, I had to paraphrase conversations to the best of my ability. 
The Review of Documents 
The State Site Visit Report (1999) claimed that when they interviewed staff 
members and students and observed classes, they found that the curriculum was not 
consistent throughout the school. They stated: 
Staff members commented that there was a 
high degree of inconsistency among teachers. 
Not only in terms of the use of standards, but 
also in regard to basic approaches to teaching, 
support of struggling students, and support of 
students with special needs. Staff members 
commented that support for staff development 
in these areas was critical, but that the school 
did not have a clear strategy for initiating 
such developmental work. Some teachers charac¬ 
terized the actual approach to standards and 
assessment in classrooms at the time of the site 
visit as laissez-faire: some teachers were work¬ 
ing deliberately to develop their curricula in 
alignment with the new draft standards, while 
others were not. Similarly, they suggested that 
assessment practices varied from teacher to 
teacher, but that work would be done over the 
summer to develop consistent assessment tools (p.2). 
201 
Mr. Birkett, understanding the dire need to hire a curriculum, instruction and 
assessment director asked the Board of Trustees to allocate funds for the 1999/00 school 
year. Therefore, Banneker entered its fourth year with a curriculum, instruction and 
assessment director to oversee a standard curriculum throughout the school that aligned 
with the Massachusetts Department of Education Frameworks and MCAS. Mr. Birkett 
contends that by the end of the summer, the team had drafted a core area curriculum that 
was viewed as a work in progress. The intent was to implement the curriculum in the 
four core subjects during the 1999/00 school year. All teachers and administrators 
recognized that after evaluating the strengths and challenges of the existing document, 
additional modifications might occur. 
Furthermore, Mr. Birkett maintained that after a semester of implementing the 
new curriculum, several challenges were noted: 
* While the curriculum was very detailed 
with regards to the specific standards 
that students were accountable for meet¬ 
ing, many teachers were unfamiliar with 
using a standard based curriculum. 
* The curriculum often required that 
students meet certain standards that 
some teachers believed were develop¬ 
mental^ inappropriate and needed 
to fall in other grade levels. 
* The curriculum was not always clear and 
did not explicitly state students’ expect¬ 
ations. 
* The curriculum did not define student 
performance objectives. 
* In some cases, the BBCS class material 
did not align with the curriculum. 
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* In certain core areas, the curriculum 
fell short of defining rigorous standards 
BBCS’s teachers wanted to set for student 
achievement (BBCS Curriculum, 1999/00, p.1-2). 
To address these challenges, Mr. Birkett said that the curriculum, instruction and 
assessment director decided to make additional changes to all areas of the BBCS’s 
curriculum. The following provides a summary of the modifications to the BBCS’s 
curricula for the second semester of the academic year of 1999/00: 
Mathematics 
* Align with the National Curriculum of Teacher of 
Mathematics (NCTM) standards. 
* Align with the newly revised Massachusetts State Frame¬ 
works. 
* Integrate relevant and rigorous math units into the 
curriculum. 
Science 
* Align with the newly revised Massachusetts State 
Frameworks. 
*Move the focus from exposing students to large quantities 
of information, to developing student understanding of 
essential knowledge and skills. 
* Integrate relevant, rigorous, developmentally appropriate 
science units into the curriculum. 
English/Language Arts 
*Explicitly align curriculum with Massachusetts Frameworks 
and the newly developed state frameworks. 
*Move standards/performance objectives to the develop¬ 
mentally appropriate grade level. 
♦Pull out the specific writing and reading genres students 
are expected to work with at each grade level. 
*Create a K-8, school-wide BBCS reading list that covers 
diverse genres, authors, and cultural studies. 
Social Studies 
*Move the focus from exposing students to large quantities 
of information, to developing students’ understanding of 
core knowledge and skills. 
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*Delete extraneous standards that do not correlate with 
grade-level content expectations, as defined by the 
Massachusetts State Frameworks. 
* Integrate relevant and rigorous social studies units 
into the curriculum that reinforces writing development 
across all grade levels (BBCS, Curricula, p.2). 
According to an article in the Cambridge Chronicle (August 19, 1999, 
www.townonline.com/cambridge), Leigh Hombeck reported that when Benjamin 
Banneker Charter School opened in 1996, 80% of the students enrolled were reading at 
two or more years below grade level. In the article, Hombeck also maintains that BBCS 
has made strides with standardize test scores, particularly the Iowa Reading Test. She 
says that the Stanford-9 scores that came out in the spring of 1999 indicated that the 
school was tmly making a positive difference in the academic lives of its students. 
Hombeck (August, 19, 1999 www.townonline.com/cambridge) explained: 
Banneker students, according to the release, 
were number 6 out of 15 schools that had the 
lowest amount of students in the pre-reader 
category. Banneker students were 11 out of 15 
in the basic reader category, and in the pro¬ 
ficient reader category, Banneker students were 
14 out of 15 Cambridge schools with the most 
students reading in this category, the release 
said (p.1-3). 
The Benjamin Banneker Charter School’s Annual Report (1998/99) revealed that 
the students who took the Grade 3 Reading Test were all black, and 55% of them received 
free or reduced lunch. Sixty percent of the students who took the test attended BBCS 
since first grade. 
Hombeck (August 19, 1999) said that BBCS’s students reading scores increased 
14 percentage points from the 31st percentile in 1998, to the 45th percentile in 1999. She 
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further asserted that these scores would not be considered as outstanding news in other 
school districts or communities. She stated: “Mr. Birkett said when one compares the 
scores of Banneker’s students last year to this year’s scores, the improvement is 
exceptional. It is important to note how far students have come academically” (p.3). 
Mr. Birkett got excited when he talked about the results of the Iowa Reading Test 
Scores for the 1999/00 academic year. He asserted that based on the 1999/00 Iowa 
Reading Test Scores, Banneker had finally completed what it set out to do when it opened 
its doors in the fall of 1996, which was to meet the educational needs of minority, low- 
income, and disadvantaged students in Cambridge. He said, “ultimately, our goal is to 
provide disadvantaged and low-income black students with quality instruction that will 
provide them with the skills they need to succeed academically”. 
Mr. Birkett proudly reported that Banneker’s third graders were reading at the 
highest levels, and with a total increase of 14 percentage points from the academic years 
of 1997/98 to the 1998/99 school year. The entire Banneker community was extremely 
happy with the progress students have shown. 
The academic achievements of Banneker for the 1999/00 and 2000/01 school 
years were outlined in its Charter Renewal Application (August 2000). The document 
stated: 
The purpose of this Charter Renewal 
Application is to describe the goals 
and objectives of the Benjamin Banneker 
Charter School for the next five 
years, and to describe progress 
towards those goals at this point. 
The document is intended to meet 
the requirements of the State of 
Massachusetts Department of Education, 
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that each charter school submit an 
accountability plan laying out the 
measurable performance objectives by 
which it will be held accountable. 
At the end of each of the next five 
years, the school’s Board of Trustees 
will submit a report of progress to¬ 
wards the measurable goals. We un¬ 
derstand that the degree of goal 
attainment at the end of five years 
will determine whether the state re¬ 
news the school’s charter (p.3). 
The BBCS’s Charter Renewal Application (August 2000) set the premise of why 
the school’s charter should be renewed by the State of Massachusetts Department of 
Education. The Charter Renewal Application document was as important as the original 
Charter Proposal in 1995. Perhaps, it may be one of the most important documents of the 
school. It was a self-evaluation of the overall performance of the school since it opened 
in the school year of 1996/97. The document reveals what the school said about itself. 
According to Mr. Birkett, “this document can make or break us.” In other words, the 
school’s Charter Renewal Application set out to evaluate the overall operation of the 
school for the previous four years. 
The Charter Renewal Application sought to determine whether or not the school 
had met its responsibility of fulfilling its mission statement as outlined in its original 
Charter Proposal in 1995. This document reviewed the annual reports of the school to 
inspect if the goals and objectives contained in them had been met. Furthermore, the 
document was the bloodline for the continued operation of the school for the next five 
years. Most important, it gave an account to the public of its strengths and weaknesses in 
the overall performance of the school since it opened. 
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The BBCS’s Charter Renewal Application (August 2000) claimed that the school 
had made academic progress in the last four years. BBCS based this statement on the 
results of the Stanford-9 Achievement Tests for 1998/99 and 1999/00. The Stanford-9 
Achievement Test is a national standardized assessment instrument to measure the 
aptitude in students’ performance. The document states: 
The results of the Stanford-9 Achievement 
Test given in grades five through eight 
provide clear evidence that the academic 
program at the Benjamin Banneker Charter 
School (BBCS) is successful. The results 
of 85% of the BBCS students, in grades five 
through eight from 1998-2000, who took the 
test showed marked improvement. Ten percent 
of those students scored about the same 
from 1998-2000 and 5 percent scored 
below grade level. In addition to the 
Stanford-9 Achievement Test results, 
during the 1999-2000 school year, all 
of our students were evaluated in the areas 
of math and reading by use of a 4-point 
rubric. We used the results to guide our 
instructional program. Also, BBCS incorporated 
a system of pre, mid, and post assessments 
mathematics and reading to gauge student 
progress during the 1999-2000 school year. 
The BBCS has made many changes to 
improve its academic program; we expect to 
use other forms of assessment, of both 
students and teachers, to clearly indicate 
our success (p.5). 
The BBCS’s Charter Renewal Application (August 2000) also indicated that the 
school had used additional internal and external academic assessments to show that 
students had made significant improvement academically. The document revealed that 
since the school opened five years ago, Banneker had incorporated various forms of 
standardized tests to track student performance. In the 1996/97 school year, they used the 
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California Achievement Test (CAT) to assess students in reading, writing and 
mathematics. During the school year of 1996/97, the majority of students scored below 
grade level on the CAT. Because the school did not administer any tests after the CAT, 
they were unable to show academic progress at the end of the 1996/97 academic year. 
The BBCS also assessed students’ academic achievement by administering the IOWA 
Test of Basic Skills in the school years of 1997/98, 1998/99 and 1999/00. Based on the 
results of the tests, on all four occasions, students did better than in the previous year 
(P-10). 
Fourth grade students at Banneker took the Massachusetts Comprehensive 
Assessment System (MCAS) in the academic years of 1997/98, 1998/99 and 1999/00. 
According to BBCS’s Charter Renewal Application (August 2000), the majority of 
students scored below the proficient level, but they did better in comparison to other 
students in Cambridge Public Schools. In the 1998/99 school year, fourth grade students 
performed worse than they had in the previous year. Mr. Birkett was quick to point out 
that these students were a different group of students than in the previous year. He 
explained that “many of these students are from low-income homes and suffered from 
deficits in their academic foundation before entering our school.” Furthermore, he cited 
the mission statement of the Banneker, as stated in the original Charter Proposal in 1995, 
and in the Charter Renewal Application (August 2000): 
The Benjamin Banneker Charter School was 
founded to improve educational opportunities 
for minority, low-income, and disadvantaged 
students, and to provide them with the tools, 
skills, and abilities to overcome the tradi¬ 
tional barriers to academic success. It was 
determined that these populations were typic- 
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ally not well served in the public schools 
and were underrepresented in the higher 
levels of mathematics and science classes in 
public high schools in Cambridge. Further¬ 
more, these students were over represented 
in their identification as special education 
students. For these reasons, the founders 
of the BBCS chose to emphasize mathematics, 
science, and technology in the educational 
program, and to discourage classifying 
children as requiring special education. 
Instead, the school would encourage to de¬ 
velop each child according to his or her 
potential with attention to individual 
learning styles (p.3). 
With this proposition in mind, the standardized test scores of BBCS students 
could be traced back to their academic achievements prior to entering the school. Mr. 
Birkett also pointed out that “if you compare the student profile of Banneker’s students to 
the state’s student profile of identical students in urban schools, Banneker’s students 
would score as well or better than most students with similar backgrounds.” 
The scores of students for the academic year 1999/00 were not in BBCS’s Charter 
Renewal Application (August 2000) because the results were not issued until November 
13, 2000. Mr. Birkett indicated in BBCS’s Charter Renewal Application (August 2000) 
that the MCAS scores would be better. He posited: “We expect that the MCAS results 
for the year 2000 will be better than the two previous years.” Either Mr. Birkett was a 
prophet or an educational leader who believed in accomplishing what he had set out to 
do. True to his words, the results of the MCAS in 2000 showed academic progress for 
BBCS’s students. 
Leigh Hombeck, a reporter for the Cambridge Chronicle (December, 6, 2000), 
wrote an article titled, “Banneker MCAS Scores on the Rise.” Hombeck (2000) wrote 
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that in the past two years, the majority of BBCS’s students scored below the state level in 
comparison to students in the public schools in Cambridge. She also asserted that the 
newly formed eighth grade took the test for the first time last spring because prior to the 
school year of 1999/00, there was no eighth grade class. Therefore, Hombeck posited 
that nearly 50% of the first eighth grade class at Banneker scored in the proficient range 
on the English Language Arts test and more than 50% of them passed the math test. She 
reported that the results on the science and social studies tests were somewhat 
disappointing because about two-thirds of the students failed these parts. 
The rationale that I discovered through my observations at Banneker is that the 
majority of the restructure of the school-wide academic curricula was centered on the 
mathematics and English segments of the MCAS. The review of the documents showed 
that the mathematics discipline was the strongest curriculum school-wide, followed by 
the English curriculum. The science and social studies curricula are in their 
developmental stages (Renewal Site Visit Report, 2000). 
Hombeck (2000) also reinforced the fact that students’ academic achievement had 
improved during the school year of 1999/00. She reported that about 55% of the eighth 
grade class who graduated last year were now attending some of the most prestigious 
public and private high schools in the Commonwealth of Massachusetts, and many were 
on full or partial scholarships. The high schools are Cambridge Rindge and Latin, Boston 
Latin Academy, and Phillips Exeter, just to name a few. Mr. Birkett is very proud of 
these students and the teachers who helped them achieve these accomplishments. 
In addition to external assessments to monitor students’ academic achievement at 
Banneker, according to Mr. Birkett, the school began using internal measures of 
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assessments in the 1999/00 school year. One method of internal assessments to measure 
student academic achievement consisted of criterion reference tests used school-wide for 
pre-, mid- and post-assessments and rubrics. Plus, every eighth grade student had to pass 
an exit examination that was comprised of a final project exhibition, and pass every 
course on their final record (Renewal Site Visit Report, 2000). 
I observed several students giving oral presentation of their projects. The project 
for each student dealt with Boston’s Big Dig Project. Students had to incorporate every 
discipline across the curriculum into the project and present it to the project committee. 
All the stakeholders of the Banneker community were welcome to come to the exited 
examination. The Renewal Site Visit Report (2000) stated: 
The school is working hard to develop a 
system of authentic assessment. The 
school has instituted an 8th grade juried 
exhibition requirement. Students must 
demonstrate knowledge and skill against 
a set of exit outcome through the pre¬ 
sentation of an interdisciplinary pro¬ 
ject. The juried exhibitions, all 
conducted around Boston’s Big Dig, were 
implemented for the first time in 2000. 
Plans are in place to revise them to 
include a range of project options (p.23). 
The BBCS’s Charter Renewal Application (August 2000) noted that the 
enrollment for the school year of 2000/01 was far above the capacity level projected in 
their original charter proposal in 1995 and in their 1996-accountability plan. These 
documents projected that the enrollment at Banneker would be 324 students. This 
document indicated that the present enrollment of students at the school is approximately 
350 with a waiting list of about 346 (p. 13). 
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This document showed the public that the students at Banneker were progressing 
in their educational experience. The document stated that the majority of the goals and 
objectives set forth in the original charter proposal had been met. 
In the beginning of the academic school year of 2000/01 the general perception 
was that parents, students, staff and community stakeholders are satisfied with the 
leadership of Mr. Birkett and his staff. The Renewal Site Visit Report (2000) stated: 
Parents interviewed reported that their 
children are receiving a high-quality 
education. Students feel that they are 
learning more at Banneker than at prev¬ 
ious schools attended. As one student 
commented: ‘I learn so many things 
here. I did nothing at my other school.’ 
A 7th grade student reported that: ‘the 
work is challenging. Teachers assign 
hard work because they want us to learn’ 
(P-17). 
However, there were a few stakeholders who held a different opinion about this 
document. Some of them believed that the school was not listening to the concerns of the 
parents. A minority of the parents felt that they were disenfranchised from the major 
decision making process of the school. The report cited that “parents are not formally 
involved in school-wide planning and decision making at present” (p.29). Furthermore, 
some parents believed that the school was not addressing the overall discipline problems 
in the classrooms. The Renewal Site Visit Report (2000) stated: 
Some teachers at Banneker lack an effect¬ 
ive repertoire of classroom management 
techniques to assist them in increasing 
time spent on learning activities. At 
present, there is no systematic plan 
or process in place for providing train¬ 
ing to teachers in classroom management (p.22). 
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Mr. Birkett emphasized that the Renewal Site Visit Report was one of the most 
important documents for a charter school to have in order to coexist in the educational 
community. It is written documentation of what the educational community says about a 
charter school. It gives a full disclosure of the complete operation of a charter school. 
Furthermore, Mr. Birkett insisted that the Charter Renewal Application was a document 
of what a charter school said it had done, was doing, and would do. It was a self- 
evaluation of the school by the Board of Trustees and staff members of the school. 
The Renewal Site Visit Report is a document that evaluates the school from a 
pedagogical and legalistic perspective in alignment to the state’s educational frameworks 
and laws that govern the education of its citizens by an independent educational agency. 
The Renewal Site Visit Report (2000) confirmed the majority of the data that was 
submitted in the BBCS’s Renewal Application (2000): 
The school serves approximately 350 
students in grades pre-K-8. Ninety- 
seven percent (97%) of the student 
population is African American, and 
about 75% of the Banneker students 
receive free or reduced lunch. The 
features of the academic program 
include small class sizes, in-class 
support for students with special 
needs, and a balanced literacy 
program with supports and inter¬ 
ventions to enable students to read at 
grade level as early as possible. The math 
program is aligned to the NCTM standards 
and the Massachusetts Frameworks. Science 
is inquiry-based, using hands-on kits and 
equipment, and the school supports a state of 
the art technology infrastructure. The school 
is developing a comprehensive program of 
assessment that includes an array of 
external and internal formal assessments (p.l). 
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Mr. Birkett said that the Renewal Site Visit Report was a document that could 
either giveth or taketh away, because it was the primary document that the State of 
Massachusetts Department of Education used when deciding on whether to grant a 
renewal charter to an existing school. 
The Renewal Site Visit Report ( 2000) findings were favorable toward BBCS’s 
overall operation of the school and student academic achievement. The report announced 
that the academic program at Banneker was a success: 
A review of the 4th grade MCAS test results 
for 1998 and 1999 show that Banneker students 
scored well below state averages overall. 
In 1999, the entire 4th grade scored as 
needing improvement or failing in English 
Language Arts. In math, 94% of the students 
scored as needing improvement or failing, 
and in science and technology, 97% scored 
in those two categories. Students at 
Banneker also scored below the district 
averages in Cambridge Public School students. 
Improvement trends are seen, however, in the 
results of the SAT-9 test given to students in 
grades 1-8 in reading, language, and math. 
Students in grades 1-3 showed significant gains 
in all areas, while students in grades 4-6 
showed significant gains in math. Observations 
of classrooms showed that, overall, students 
were successfully engaged in academic activities 
and demonstrated solid understanding of concepts 
and skills taught. In some cases, students were 
observed to be engaged in low-level, rather 
than challenging, academic activities. Interviews 
with students and parents revealed high degrees 
of satisfaction with student academic attainment 
and improvement (p.4). 
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The above evaluation of students’ academic achievement at Banneker was a sure 
indication that the mission statement of the original charter proposal and accountability 
plan was being met. 
The Renewal Site Visit Report pointed out that although the school had worked 
diligently to develop and implement school-wide academic curricula, it had fallen short of 
its goal. The report cited that the administration and key stakeholders on the staff were 
aware of the standard-base school-wide curriculum being in place. Yet, it reported that 
the majority of the staff was not aware of a school-wide academic curriculum, and the 
ones that did know about it, generally did not apply it in their classrooms. The teachers 
that did utilize the school-wide academic curriculum implemented it sporadically. The 
report stated: 
Staff at Banneker were found to be highly 
collaborative and professionally engaged 
with one another. Supports are provided 
to enable teachers to plan together, such 
as grade level clusters, common planning 
time, and subject area department. At 
a school-wide level, there is a great 
deal of effort and awareness of the need 
to develop curriculum that is aligned to 
the standards. At the classroom level, 
the awareness is less evident. Review 
of teacher lesson plans, interviews and 
observation revealed that teachers are 
not yet consistently using the school 
standards in planning instruction. 
Across the school, there appeared 
varying levels of awareness and inter¬ 
nalization of the school’s learning 
standards. In math, teachers appeared 
to have a high level of awareness of the 
standards. In Language Arts, perhaps due 
to the preponderance of programs and 
material introduced and implemented in 
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the last three years, teachers appear 
to rely more on curriculum material 
than on the school’s written learning 
standards in planning instruction. The 
written science and social studies 
learning standards are not at this time 
consistently used to plan instruction 
at the classroom level. The shift to 
a standard driven learning environment 
is currently stronger in school-wide 
planning at Banneker than in daily 
classroom planning (p.6). 
The Renewal Site Visit Report (2000) said that the leadership of Mr. Birkett was 
conducive to Banneker’s progress. It implied that Mr. Birkett’s leadership had 
“successfully enabled the school’s mission through a dual focus on building a coherent 
academic program and building a strong Banneker community” (p.9). The report 
maintained that his leadership of the school has transformed Banneker into an educational 
institution to be reckoned with in the last three years. Their findings had shown that 
through Mr. Birkett’s leadership, the high quality of teachers hired under his watch, had 
improved the climate and culture of the school and has made Banneker conducive to 
effective teaching and learning and affirming of students (p.9). 
The report stated: 
The director has instituted hiring 
practices that have strengthened the 
quality of the school staff overall. 
Teachers hired must be certified, 
teachers associates must have 
bachelor’s degrees, and teachers 
must now pass a three part technology 
test to be hired. In addition to 
qualifications, the director looks 
for staff whose personal attributes 
indicates a good match to those of the 
Banneker community (p.26). 
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The report also cited the high rate of teacher turnover as a major problem that 
impeded the academic progress at Banneker. Also, the report implied that the focus point 
of interest for this high turnover of teachers was the vast difference in salary at Banneker 
in comparison to surrounding school districts. The report suggested that in order for 
Banneker to maintain its high quality teaching force the school must increase teachers’ 
salaries to be competitive with other school districts in the area. 
The report also said that discipline problems were a topic of concern that parents 
desire to see resolved at Banneker. The report showed that the school, under the 
leadership of Mr. Birkett, had addressed its behavioral problems by hiring a dean of 
students to assist classroom teachers in rectifying students’ negative behavior through the 
pro-action method of Recovery and Reflection Theory. 
The evaluation report of Banneker’s performance by the Renewal Site Visit 
Report was very positive. The report stated that the school was faithful to the mission 
statement of its original Charter Proposal and its 1996 accountability plan. The report 
said: 
The school is serving its targeted 
student population, providing a 
nurturing, supportive, and a safe 
environment. As stated in its 
charter, the school provides an 
inclusionary education system and 
supportive programs that do not 
stigmatize and focus upon indiv¬ 
idual learning needs (p.12). 
During the Renewal Site Visit, the report (2000) it indicated that teachers and 
students were observed interacting in the classroom and throughout the school s facility. 
As a result, the report stated: “Most notable is Banneker’s success in creating an 
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atmosphere where students are not stigmatized by race, ability, or socioeconomic status, 
and are nurtured and supported in developing their potential” (p.12). The report also 
praised the staff for successfully educating under- represented and low-income black 
children with disregard to their social or financial status in the community. 
The Renewal Site Visit Report (2000) said that the review of the financial records 
indicated that the school was in good financial standing, and also that the enrollment was 
strong and the waiting list was viable for future growth at the school. Mr. Birkett and his 
staff were confident that the state would renew Banneker’s charter for the next five years. 
According to Mr. Birkett, the state has until March 2001, to inform Banneker of their 
decision of whether to grant or deny the school a renewal of its charter. 
During a visit to Cambridge, Massachusetts on March 21, 2001 to inquire about 
current information with respect to the results of the city’s 2000 censuses and students 
enrollment in its public school schools for the academic year of 2000/01,1 also visited 
Bannenker. Mr. Birkett informed me that the State of Massachusetts’ Department of 
Education approved Banneker’s charter this month (March 2000). 
The next section of this paper focuses on the events and activities I witnessed 
during my visit to Banneker from February 2000, until January 2001. 
Participant Observations 
My first official visit to the Benjamin Banneker Charter School was on February 
8, 2000. This became a reality after calling the school for several weeks attempting to 
speak with Mr. Birkett; my continuous efforts finally paid off. 
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I arrived at the school at 7:45 a.m., and everything about the school was up and 
running at a hectic pace. I identified myself at the front office as Reese, a doctoral 
student at UMASS, and I was there to see Mr. Birkett. The executive assistant, Ms. Anna 
Riggs, directed me downstairs to where she informed me that Mr. Birkett was greeting 
the students. 
Prior to going downstairs to the basement, I noticed a large aquarium in the lobby 
of the main building. At first I thought it was a fish tank, but no water was in the 
aquarium. On closer examination, I noticed a large snake in the aquarium, and I turned 
away quickly. Mr. Glenn Juggle and a few of the children started laughing at me in the 
midst of my ordeal. I enlightened Glenn and the kids that “there are two types of snakes I 
am afraid of: live snakes and dead snakes.” At that point, they laughed hysterically at my 
expense. Glenn told me that the snake’s name was Rocky. He says that feeding time is a 
popular event at Banneker. I was not about to stay around for feeding time under any 
circumstance; especially when he said they feed Rocky live store bought rats twice a day. 
I did not observe this event while I was evaluating the merits of the school. 
Upon entering the basement-which the school uses for the lunchroom, gym and 
auditorium-I heard children clapping, stomping and singing. The words of the song were 
sung in an African dialect. I did not understand the words, but the melody truly sounded 
good to me. Then I noticed a small, thin, black man in a navy blue suit, white shirt and 
bow tie. When he finally noticed me, he smiled and nodded his head to indicate he 
acknowledged my presence. I did not attempt to interrupt the morning proceedings; 
therefore, I only observed the activities until Mr. Birkett had dismissed the students into 
the hands of their teachers. 
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After the morning activities were completed, Mr. Birkett guided me to his office 
and we had a brief moment of introduction. Following this, Mr. Birkett gave me a tour 
around the school, while introducing me to the faculty and staff at Banneker. He also 
explained the purpose of the morning ritual at Banneker. He said that the entire school 
gathers in the morning as a community to announce important news and to create a 
positive atmosphere for the Banneker community to take them through the rest of the day. 
During our tour, I observed how the lower grades continued to sing and clap their hands 
when they filed into their classrooms while Mr. Birkett dismissed the students. The 
elementary students began their classes with “family meetings” to compliment the feeling 
of community from the morning exercises. He maintained that the family meetings 
provide students with the opportunity to talk with their teachers and classmates about 
their individual interests and fears that they encounter at home and in school. 
After touring the elementary section of the school, Mr. Birkett ushered me to the 
middle school section to meet and observe the teachers. I described more of my 
interaction with Mr. Birkett during our initial meeting, in Chapter in of the Methodology. 
Additional duties and obligations forced Mr. Birkett to leave me alone to observe 
the mathematics and science teacher for grades seven and eight for the rest of the 
morning. I believe because I informed Mr. Birkett that I taught mathematics and science 
prior to becoming an assistant principal, he quickly introduced me to the mathematics and 
science teachers. 
While I was waiting outside of the math teacher’s room, I noticed a mother with 
her son waiting to speak with a teacher about her son’s negative behavior in class. I told 
her who I was and my assignment at Banneker, and then I asked her several questions off 
220 
the top of my head. I asked her how did she like the school? She looked at me with 
contempt and said: “This is the worse school my kids have ever been too. I moved here 
from Washington D.C., and the schools there are a whole lot better than here.” 
I asked her why was she so negative and upset about this school? She said that 
the BBCS lacked a strong school-wide discipline policy. 
She posits: 
My kids never got suspended in their school 
in Washington D.C.; the teachers there were 
able to control their class. These teachers 
at this school have lost control of their class, and 
I am taking my two boys out of this school today. 
Just look around you, look how the kids are acting 
in the hall, they are out of control and the teachers 
ain’t doing anything about it. Neither is the Board 
of Trustees or the director. I’m not the only parent 
who feels like this. This school is a real joke. 
This was my first interview with a parent on my first day at Banneker. It was 
unstructured, and I forgot to ask the woman for her name, but the information I received 
from her was critical for my evaluation of the school with respect to the behavior 
problems that vexed the school. 
While observing a math class that same day, I witnessed some of the woman’s 
allegations of the lack of classroom management. The first classroom I observed was a 
seventh grade mathematics class with 19 students. The mathematics teacher, Mr. Todd 
Singhan, appeared somewhat caught off guard with my unexpected visit. I truly 
sympathized with him, seeing that he was a young teacher. Within the first 30 minutes of 
my observation and conversation with him, he disclosed to me that this was his first year 
of teaching. 
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Mr. Singhan graduated from Brown University with a M.Ed. degree in Urban 
Education and a major in mathematics. Armed with that information, I wondered why 
would a young 24 years old male of color (Pakistan’s heritage), with a M.Ed. degree, 
teach mathematics at a charter school with a majority of black students? This is only one 
of the thousands of questions that ran through my mind as I watched him struggle to 
control his students who refused to sit down, remain quiet and adhere to his directives. 
The classroom was too noisy for any real learning to take place. Only one of the 
19 students was white. After class, I discovered that his name was Marvin Keith, the 
elder son of Mr. Edward Keith. I sat in the back of the class in order to get a better view. 
Several students were engaged in idle conversation while the teacher was trying to teach. 
A few of the students were poking one another. And some students were attempting to 
listen. But the majority of them were off task. 
I did not want to usurp authority over the teacher in his own class, but the 
circumstances forced my hand. I stood up and spoke in my authoritative voice and 
demanded that they respect their teacher, especially in the presence of a visitor. All of a 
sudden you could hear a pin drop in the class. Mr. Singhan looked at me. At first I said 
within myself, “Reese you really blew it this time for sure.” But then I read the non¬ 
verbal cues from Mr. Singhan, which inferred that he was glad I did what I did and said 
what I said to the students in his class. 
After class was over, I apologized to him for interrupting his class and speaking 
without first getting his approval. He said that he did not mind and he welcomed my 
help. “This is my first year teaching and I don’t know how to get through to these kids, 
he explained. “It’s been a real challenge for me to teach them so far. 
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I said that I would help to the best of my ability, in the pedagogy of teaching and 
classroom discipline, hopefully resulting in a win-win situation for teacher and student. I 
advised him that classes designed like his, 90 minutes per day, it would take a master 
teacher to develop lesson plans to engage students in a variety of activities for such a long 
length of time. No teacher, no matter how intelligent they are (Brown graduates 
included), is capable of teaching students for 90 minutes per day effectively without a 
complete lesson plan. When I requested to review his lesson plans for the specific lesson 
he tried to teach that day, he gave me a lesson plan that had only the minimal 
requirements for a standard lesson plan. I advised him that it is best to plan a lesson that 
covers more than what is needed than not to have enough material. I promised Todd that 
I would take his lesson plan and design and develop a complete lesson plan for him to 
pattern after in the future. 
The following week, I shared the entire lesson plan with him. He was very 
thankful for my assistance. I also shared this information with Mr. Birkett, and he told 
me that he would appreciate any information that I could share with Banneker’s math 
teachers and the mathematics specialist. 
Those 90 minutes of observation in the math class seemed much longer. After I 
left seventh grade math class, I went next door to the eighth grade science class. The 
teacher, Mr. Kevin Santos, greeted me cordially and invited me to come in and spend the 
period with his class, which consisted of 25 students of color. This class was as different 
from day and night in comparison to the class I just left. Mr. Santos had a personality that 
commanded respect. He is a person of presence; you could feel it when he was around. 
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Mr. Santos gave me a synopsis of his background later in a structured interview the same 
day I observed his class. 
Mr. Santos was bom in the Dominican Republic. He grew up playing soccer and 
went to college on an athletic scholarship. While he was in college, Mr. Santos majored 
in mechanical engineering. He played pro soccer in the Dominican Republic until he 
suffered a major injury that ended his career. He worked in the private industry for five 
years prior to teaching in the Boston School System for 10 years. “I didn’t like the school 
system in Boston,” he recalled. 
He said he knew Mr. Birkett from the Harvard School of Education, where Mr. 
Birkett spoke on a panel about improving education among minority students in the 
Cambridge community. He said: “I was impressed with Mr. Birkett’s speech and 
commitment to improving the quality of education among minority students.” 
Mr. Santos says that Mr. Birkett was working at the Boston Renaissance Charter 
School when they first met. It was about two years later when he received a call from Mr. 
Birkett requesting his service at Banneker as a teacher of science. Mr. Santos contends 
that he came to Banneker because of the vision and leadership of Mr. Birkett. 
The students were partaking in high order thinking skills in Mr. Santos’ science 
class. The materials used in the class were challenging to the students. The topic for the 
day’s lesson was on physics, and it was not watered down. It was geared to students on 
an honors level in the school where I worked in Worcester, Massachusetts. I showed the 
lesson to our advance placement physics teacher and he assured me that the only students 
he believed could master it were 10th grade honor students. Then I shared my 
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excitement with him about observing an eighth grade physical science class consisting of 
25 students of color engaging in a physics lesson at Banneker. 
The students were studying how oxygen is necessary for fire to exist and how air 
pressure is used to pull an egg into a bottle with an opening smaller than the egg. The 
students were recording their findings through physical empirical data and observation. 
During the lesson, Mr. Santos served as a facilitator interacting with students, as the need 
required. Students were engaged in discovery and active participatory learning. I was in 
awe as teacher and students went about the business of teaching and learning. I can 
honestly say that I witnessed learning at its fullest capacity-taking place at Banneker in 
Mr. Santos’ science class. Students were on task, working in-groups and enjoying their 
lesson. 
I shared my observations with Mr. Birkett at the end of the day. He reiterated 
some of the same things Mr. Santos informed me of in our interview. 
Mr. Birkett also told me that a few of the parents were displeased with Mr. 
Santos’ methods for teaching science to seventh and eighth grade students. They believed 
that his classes are too difficult for the majority of Banneker students. A few parents 
withdrew their children from the school because of the high standards Mr. Santos set for 
his students. But Mr. Birkett countered that Mr. Santos is too valuable as a science 
teacher to be dismissed. 
Many of the other teachers and students concurred with Mr. Birkett. Students I 
interviewed at Banneker liked Mr. Santos. Marvin said, “he is the best science teacher I 
ever had in school.” “He’s a tough teacher, he don’t let you get by with nothing in his 
class, but he’s nice too.” 
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After the class was over the students went to the lunchroom to get lunch and 
brought it back to class. I asked several of the students at random, how did they like the 
school. Several of the students simultaneously blurted out that they loved the school. 
Then Sharee spoke: “I like the school because teachers want us to learn.” I asked her 
what she meant about teachers wanting them to learn. She answered: “You know, like 
this is a school where most of the kids are black, and teachers want us black kids to really 
learn everything we can.” 
Another girl chimed in as she raised her hand, shaking it in my face saying, “yeah, 
we learn a lot in Mr. Santos’ class; he treats us like we are high school students.” The 
room buzzed with excitement as the students and I interacted with each other during their 
lunch period. Somehow or another these kids seemed to gravitate around me, sensing 
that I was a person of importance. I gave high fives to the students, jesting to them that I 
was proud of their accomplishments in their science class and because they were students 
of Banneker. I was proud to see so many students of color help each other succeed with 
the experiment in class. I saw black kids engaged in high order thinking skills with the 
assistance of an outstanding science teacher. I can truly say that in the times when I went 
to Banneker and attended Mr. Santos’ science class students were engaged in learning. 
I have sat in on hours of classes at Banneker over the course of 9 months thus far. 
Some of them have been excellent, some good, and some of them have been bad. But I 
can say that most of them have been good and compatible with the school mission and 
vision statements outlined in the original charter and annual reports. 
The elementary grades from K-3 are dedicated to reading, mathematics and social 
studies. I can recall going to a first grade class and seeing the students go to the map and 
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point out different parts of the African continent with the greatest of ease. The first grade 
teacher asked the students where Ghana is located on the map? I saw a young girl raise 
her hand with gleams in her eyes as the teacher called on her to go to the map and point to 
Ghana. I told the teacher that I did not know that the country of Ghana existed when I 
was in the first grade. It was not until I was in high school that I learned anything about 
the country of Ghana, and I was limited because of the lack of knowledge that my history 
teacher had about the country and lack of interest he had in it. 
In some other classes that I observed, teachers did not challenge their students to 
“get out of the box.” Their classes lacked the excitement of the Santos, Brown’s and 
Fray’s. Mr. Birkett admits that there were a few teachers who were stuck in time and 
refused to go forward in adjusting themselves to his vision. He says that if the few 
dissenting teachers did not comply with his vision for Banneker, he would not renew their 
contracts next year. He says, “that’s the benefit of running a charter school; you don’t 
have to spend a million dollars and waste your time in the courts to fire incompetent 
teachers or teachers you view as a threat to your educational program.” 
He contends that he only issued a one-year contract for any teacher in their first 
year at Banneker, no matter if they are a novice or an experienced teacher. “I want to see 
if that teacher can fit in with my vision for Banneker before I commit myself to the Board 
of Trustees for a longer contract of three years,” he explains. 
When I informed him of the struggle that one of his math teachers was having 
with classroom management, Mr. Birkett said that he was aware of the problems that Mr. 
Singhan was encountering, and that he was having his mathematics/technology specialist 
work with him. Mr. Birkett says that the mathematics teacher was young and 
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inexperienced but he was willing to learn the pedagogical procedures for improving his 
teaching. For those teachers who are not willing to improve and impede upon the 
academic progress of Banneker, he will not renew their teaching contract for the next 
academic school year. 
I interviewed a teacher, Ms. Kenya English, a person I considered to be a strong 
disciplinarian and an outstanding teacher, who lamented and vented her disappointment 
of not receiving a teaching contract as late as the middle of June, 2000. When I observed 
her sixth grade class, the students were well behaved and I noticed learning was occurring 
between teacher and students. Ms. English is certified in elementary education and 
English, and she prided herself in Language Arts and the reading areas of studies. She 
shared with me the rubrics that she had helped design with the English department along 
with the director of curriculum, instruction and assessment. She is very proud of her 
accomplishments with students, especially in her quest for academic excellence at 
Banneker. Ms. English did not know why she was not being asked to come back for the 
academic year of 2000/01. But, in fact, she did have somewhat of an idea. 
Ms. English was of the opinion that because she was a strong disciplinarian and 
did not take any mess from students or parents. Either the parents or Mr. Birkett did not 
like the manner in which she talked negatively to students in her classroom. She believes 
this is what led up to her dismissal from Banneker. She claims that when she disciplines 
students, a few of them go home and tell their parents what she said, that she speaks to 
them in a negative way or puts them down. I asked for an example of what the students 
believed was a put down. She maintains that she does not baby her students. She says: “I 
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just tell them like it is. I might say to kids, who wants negative attention, to sit their bony 
butt down in that chair or else I will come over there and sit you down in it.” 
She posited that she does not see anything wrong in telling an unruly child that. I 
told her that I did not believe Worcester Public Schools would employ me if members of 
the school committee observed how I interacted with some of the Doherty students, 
particularly insubordinate students. 
Mr. Birkett asserted that although Ms. English was an outstanding teacher in her 
own right, yet, he would not have any teacher defy a directive given to them by him under 
any circumstance. 
Mr. Birkett posited: “I advised her not to speak to parents and students in a 
condescending manner on several occasions in the privacy of my office. But she refused 
to respect my wishes.” 
He explained that so many of the students at Banneker come from dysfunctional 
homes where they hear their parents speak to many of them in a negative manner. Mr. 
Birkett stated: “I don’t want students to be damaged by teachers at Banneker. Too many 
of our kids are destroyed by negative words from teachers. Black or white it makes no 
difference. Negative words hurt and can damage these kids for life and can impede their 
learning process. This is the kind of negativity that I don't want see or hear at Banneker, 
no matter how good a teacher is. I want teachers at Banneker who will respect students, 
parents and the mission of this school.” 
Mr. Birkett asserted that the mission and vision of Banneker is to provide a high 
quality of education to low-income and disadvantaged black students. He posited: 
“Traditional barriers to academic success for low-income minority students, such as 
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racism and low expectations, are purposefully countered at Banneker to enable students to 
achieve to their fullest potential.” Mr. Birkett said that this was his purpose for leading 
the school. He was an advocate for children, particularly poor black children. 
During my evaluation of the academic performance of Benjamin Banneker 
Charter School, since February 2000,1 have had the privilege of being a participant 
observer in the metamorphosis of the school. This is particularly true as they encountered 
the challenges of fulfilling the mission and vision statements of their original Charter 
Proposal and annual reports since its inauguration in September 1996. 
After observing the staff, students and parents, I found that the school was striving 
forward to the best of its ability to help low-income, minority and disadvantaged students 
propel into upward mobility in American society. 
I observed teachers taking a sincere interest in helping students become active 
participants in obtaining a quality education at Banneker. This was due to the 
commitment of Mr. Frederick Birkett in hiring certified teachers and teachers associates 
with B.A. degrees, dedicated to educating disadvantaged and impoverished black students 
and who share his educational philosophy as well. 
The staff at Banneker for the 2000/01 academic year consists of 65 staff and 
support members. They include: 1) 31 teachers and 13 teachers’ associates for grades K- 
5; 2) 3 administrators and 18 support staff. The staff and support members are comprised 
of a rainbow coalition of black, white, yellow and red people uniting together for the 
purpose of making a positive difference in the lives of low-income minority students, 
particularly impecunious blacks. 
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The majority of non-minority teachers at Banneker have some connection with the 
minority community, whereby, it establishes a common denominator among the staff. 
Some of the white teachers are married to spouses of color, have adopted children of 
color, or have had a significant encounter with people of color during their lifetime. 
One indicator that intrigues me is the fact that many of the teachers’ children 
attend the school. A few teachers travel from as far away as New Hampshire to teach at 
Banneker, and many more teachers from the Greater Boston Area bring their children 
with them to Banneker. In my opinion, this kind of posture speaks in volumes. The 
teachers, whose children are at Banneker, assert that they and their children are happy 
about the overall state of affairs at the school. Some of them voiced their concerns, 
however, about the discipline issues that have plagued Banneker in the last four years. 
Mr. Barry Dolittle is among the last four original teachers who were with the 
school in the beginning. He contends that the school was in total chaos when Ms. 
Graham was the executive director. He says, everything was out of control. He 
maintains that Ms. Graham had a strong vision for students of color to succeed at 
Banneker, but she did not have the organizational skills to see her vision to fruition. He 
states: “We didn’t have a plan; we did things by trial and error. If it worked, we used it, 
and if it didn’t, we tried something else.” He contends that during the course of several 
months, the staff changed from plan to plan, seeking a plan that would work for the 
success of the students. He contends that the school has made a 180-degree turn from the 
way the school was in its first year under the leadership of Ms. Graham. 
Mr. Dolittle told me all of these things as I was interviewing him in the lobby at 
Banneker. During our interview, I saw students walking and talking out loudly in the 
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halls, but I took it as children just being children. They were not unruly; they were just 
like other kids in schools across America. I also interviewed Ms. Lisa Watson, a mother 
of two outstanding students at Banneker, the same day in the same location; she took 
offense at the loud talking and walking by the children in the hallways. I read about this 
same woman in an article in the Cambridge Chronicle (August 19, 1999) and in Mr. 
Birkett’s Book titled Charter Schools: The Parent’s Complete Guide, where she praised 
the school for its no-nonsense approach and strong curriculum. Yet, while I was 
interviewing Ms. Watson, she was condemning Banneker for its lack of a discipline 
policy throughout the school. She said: “Can’t you see that this school is out of control. 
Just look at the kids, they are too loud and unruly.” 
Furthermore, Ms. Watson said that she is not pleased with the overall performance 
of the school. She believed that her children had had academic success at Banneker 
despite its present conditions of classroom disruptions by a small segment of the students 
at the school, which nobody seems to be able to handle. “If my kids are doing this good 
with other kids behaving unruly in their classes, what would be their academic 
achievement in a better environment,” she openly wondered. 
When I was interviewing Ms. Watson, I did not know this was the same woman 
who gave positive statements to the press and to Mr. Birkett’s publisher in his book. It 
was not until she began to give me a brief biography about herself that it dawned on me 
that this was the woman and children I read about in Mr. Birkett’s book, and in the 
Cambridge Chronicle. I was somewhat honored and perplexed at the same time. I did 
not share this information with anyone at Banneker. Perhaps when Mr. Birkett and the 
Banneker community read my paper they too may be dismayed or perplexed. 
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Ms. Watson went as far as to say that she was planning to withdraw her children 
from Banneker at the end of the 2000/01 academic year. But she also said that her kids 
love the school, and they had made a lot of friends there. She felt that her children are not 
fully challenged at the school. In the article she applauded the school for its strong 
academic curriculum. But when I interviewed her without a tape-recorder, she 
condemned the BBCS’s school-wide curricula and discipline policy. 
She said that her daughter loves to read and that she skipped from first to third 
grade last year. Yet, it is Ms. Watson’s opinion that her daughter’s third grade teacher 
did not have enough experience to challenge her daughter. Ms. Watson gets upset when 
her daughter comes home with baby words to spell and to write for homework. She said 
her daughter’s teacher did not have high expectations for her students-at least for her 
child. “It may not be deliberate but it’s still ignorance on their part,” said Ms. Watson. 
While I was interviewing her, she would pause and look around at the kids in the 
hall and make comments. “All this monkey business in the hall!” She would say that and 
more. “This is like jungle behavior in this school.” After she vented for a few minutes 
she would say, “this school wouldn’t be so bad if they could get a handle on their 
discipline problem here.” She said that the organizational aspects of this school were not 
together. “You have kids jumping on tables while students are trying to take a test.” She 
said that her son informed her that this happened in his class. I observed some of the 
behavioral issues at Banneker that Ms. Watson stated in her interview, but not to the 
extent that she claimed occurred at the school. She claimed that these statements were 
true and that she did indeed witness these things at the school. Her children had also 
confided some of the behavioral problems that had happened at the school. 
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I observed students in the Dean of Students office on several occasions for 
disciplinary actions. I saw him issue overnight suspensions to students who might have 
violated the rules and policies at Banneker. I must admit, I did not see nor hear of 
students being suspended out of school when observing the school. I observed Mr. 
Birkett’s attempt to reason with students in a positive manner in order to bring the 
students back on task academically and socially. Again, it is his philosophy that out-of- 
school suspension does not work for students in the long haul in respect to their 
educational experiences. I observed the Dean of Students and Mr. Birkett apply a 
positive re-enforcement of Reflect and Recovery (R&R) to help students become active 
participants for their actions. He advocates a pro-action response to student’ negative 
behavior, versus a reaction response, in the disciplining of students at Banneker. 
On the issues of the discipline problems at Banneker, I observed the Dean of 
Students and Mr. Birkett working diligently to resolve it. In the academic year 2000/01, 
Mr. Birkett petitioned the Board of Trustees to promote a classroom teacher to serve as 
the Dean of Students. The job description of the Dean of Students was to assist the 
executive director in addressing the behavioral needs of students and to help teachers 
maintain order in their classes. The job also included conducting sessions with students 
to help them acknowledge the root of the problem and be responsible for their actions. I 
observed this interaction between the dean of students during the 2000/01 academic year 
at Banneker. I must assert that Mr. Birkett is committed to doing everything within his 
ability to address issues that he acknowledges or are brought to his attention by staff, 
parents, or external forces that will make Banneker a better institution of learning. Even 
though things may not be moving as fast as some stakeholders may desire, I observed 
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Mr. Birkett and his staff moving forward in attempting to solve Banneker’s school-wide 
curricula and discipline problems. 
Another major issue that has been a thorn in Mr. Birkett’s side, as well as in the 
side of the Banneker family, is developing and implementing a school-wide curriculum. 
When I first introduced myself to Mr. Birkett in February 2000,1 enlightened him 
that I was a teacher of mathematics prior to becoming an assistant principal. He was 
delighted to receive that information because he said he was in the process of developing 
rubrics for math, science, history and English. He said that he would appreciate any 
resources I had to assist him and his teachers in respect to curriculum standards in 
mathematics and science. Mr. Birkett requested that I develop a complete lesson plan and 
teach a math class while he video my performance. He informed me that he wanted a 
video of the presentation to review my techniques with his staff. In addition to teaching a 
math class he asked me to evaluate his mathematics specialist’s pedagogical skills in the 
classroom. I was reluctant to respond to the latter request. Yet, I assured him that I was 
honored to help him and the Banneker community in any way I could, especially in the 
area of mathematics and science. On the latter request of Mr. Birkett, I made a special 
request of my own. It was to evaluate his mathematics specialist after I completed my 
fieldwork and dissertation. In addition, I will address the Board of Trustees of my 
findings and recommendations in the evening of the same day. 
I observed teachers in faculty meetings discussing how they were going to develop 
a rigorous, standard school-wide curriculum for all subjects at Banneker. On one 
occasion, I arrived at Banneker when the students had an early release day. Students were 
dismissed at 11:30 a.m., and teachers met after lunch at 12:30 p.m. to 3:30 p.m. 
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brainstorming and working collectively to devise a standard school-wide curriculum. The 
director of curriculum, instruction and assessment conducted the meeting, and she had 
volumes of information relating to the Massachusetts Department of Education 
Frameworks for developing and implementing school-wide curriculum. I observed 
administration and teachers attempting to improve upon the academic curriculum of the 
school in order to help propel poor black students towards upward mobility into 
American society. You could rightfully say they were on a mission. 
During the meeting teachers divided into groups by their departments and 
evaluated work from their students. The names of the students were crossed out so that 
no teacher could identify the students. I was grouped with the mathematics department 
and paired students’ academic achievement to the rubrics that were given to us as a guide 
for grading students’ work. 
Throughout my observation of the academic performance of Banneker, the state’s 
assessments of students’ achievement and accountability standards of teachers had driven 
Mr. Birkett. Mr. Keith says that since Mr. Birkett has been executive director, the school 
has become test-driven. I must confess; it is true, Banneker is a school like any other 
school in the Commonwealth of Massachusetts. It is driven by standardized assessments 
of its students and teachers’ accountability. 
The mean score of teachers’ ages is about 30 years old. Many of them are 
teaching with less than five years of experience. With this in mind, it is very difficult, if 
not impossible, for students to receive the best education from inexperienced teachers. I 
am of the opinion that in order for anyone to be great in their profession they would have 
had to work in it for at least 10 or 15 years, give or take a few. Therefore, in order to 
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become great, you must have been good. Before you can be good, you had to be bad, and 
before you can be bad, you must first begin. Many of the teachers at Banneker are just 
getting started in the educational profession. In using this allegory, in which I conclude 
that many of these teachers are not even bad yet, they have only begun. 
Take for instance, during the close of the 1999/00 school year, I met a young 
woman who had completed her student teaching at Banneker. She graduated from a 
prestigious institution of higher academics in the community, and she was beaming like a 
Christmas tree in December. She had the intentions of accomplishing things that no other 
individual had done before her, and no one was going to succeed after her, in assisting 
poor black children in becoming successful in their academic achievement. I was excited 
to see so much energy exhibited from an individual. She was going to take the 
educational community by storm. She was going to do this, and this is the way it was 
supposed to be. The outcome of the accountability of the students, in respect to 
assessment, was going to be busting out at the seams. Well, low and behold, I met her in 
December 2000, and she looked like a Mack truck hit her. 
I was taking pictures with a digital camera to use in my Power Point presentation 
in my dissertation defense when I noticed her going into her classroom. I called her by 
name as I greeted her. She said: “You still know my name?” I said, how could I ever 
forget a person with her enthusiasm when we last met. She said that she wras getting 
killed in this school by the lack of assistance by the administration and teachers. She 
said: “I didn’t know teaching would be like this.” She maintains that she had no idea that 
teaching would take so much out of an individual. Furthermore, she said that she was 
thinking about attempting to seek a position in a high school. She said: “These kids are 
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driving me out of my mind.” Her primary concern was not having a mentor teacher to 
assist her in classroom management and in teaching her the crafts of the profession. 
In her distress, I advised her not to be discouraged about the teaching profession 
and that it takes time for an individual to develop into a master teacher. I informed her 
that every other teacher and I have experienced what she was encountering. I enlightened 
her that it takes about three-to-five years before she would realize what teaching consists 
of. I shared with her that she was operating in the area of conscience incompetence and 
that it was better than being in the realm of unconscious incompetence. I enlightened her 
that being in the realm of conscience incompetence allows an individual to improve to the 
level of conscience competence and to the final stage of unconscious competence. The 
final stage comes with experience over time and a love for what you do. In other words I 
illuminated her that it is bad not to know, but it is worse not to know that you do not 
know. I saw her countenance brighten up and reach down within the essence of her being 
and grasp hope that tomorrow will be better than today. She thanked me for sharing my 
experiences with her. She said she felt sane by me telling her that nothing was wrong 
with the way she was thinking about her performance and that it was a normal reaction 
for the majority of first year teachers. 
During my evaluation of the school, I definitely noticed several of the teachers 
with less than three years of teaching experience under their belts go through dramatic 
challenges in their classrooms. These challenges were present in their inability to control 
their students in the classroom, which initiated large percentage of behavioral problems in 
students. 
238 
During my observation of the students at Banneker, I found the majority of them 
to be satisfied to be attending the school. Most of the students whom I interviewed enjoy 
coming to school. Even students who were sent to the dean of students or were asked to 
stand in the hallway outside of their classrooms stated that they liked the school. In some 
cases, I would try to leave an encouraging remark to students who were sent out of their 
classrooms for one reason or another. 
I observed students walking, talking or playing during recess with their classmates 
in a positive manner. The most pleasant time for most students was in the spring and 
summer seasons because they were permitted to spend recess outside, where many of 
them played basketball on portable basketball sets. Boys and girls from ages 5-to-14 
engaged in some sort of activity, ranging from playing tag to basketball. It appeared to 
me that most of the students were happy in their environment. 
I also observed teachers going about the business of educating poor black children 
to the best of their ability. The majority of the teachers at Banneker were there because 
that is what they wanted. I also came to the conclusion that many of the teachers at 
Banneker were young with less than five years of teaching experience. Also, a few of the 
teachers are at Banneker to get a few years of teaching experience and move on to higher 
paying positions at public schools in the surrounding communities. As a matter of fact, 
several of the young teachers have confided this information to me. I correlated this into 
the equation of discipline problems and the lack of classroom management. 
A major finding that I discovered in my observation at Banneker was that the 
school’s culture and climate still had an Afrocentric theme. I have stated throughout my 
paper that the school has moved away from the doctrine of an Affocentric educational 
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approach upon the hiring of Mr. Birkett in the academic year 1997/98. On one hand this 
is true, but on the other hand it is a fact that the philosophy of Afrocentrism is present at 
Banneker, 
When I arrived at Banneker in February 2000, and asked Mr. Birkett about the 
Afrocentric educational theme at Banneker he seemed somewhat reluctant and offended 
by the term “Afrocentric.” He did not verbalize this to me but his non-verbal cues 
indicated to me that this was a topic that made him feel uneasy. He contends that one 
must first define their perspective of Afrocentrism before he could address it in its proper 
context because there are so many different schools of thought on Afrocentric education. 
Most of the new teachers hired by Mr. Birkett held the same opinion. The four original 
teachers who were at the school in the beginning embraced the concept of Afrocentrism 
with open arms. 
I will address my research questions on the pros and cons of an Afrocentric 
education in an urban public or charter school in my next section. Meanwhile, in my 
observation I found that the meaning of a multicultural education in a predominately 
black school was different from its meaning in a predominately white school. I 
discovered that when I asked some of my research questions and interchanged the word 
“Afrocentric” with “Multicultural” teachers, parents and students seemed to engage 
themselves in conversation in greater details and with less hesitation. I found that in a 
predominately black school, multicultural education explored the importance of blacks in 
contributing to the building of civilization. Blacks were viewed as subjects of importance 
and not as mere objects of history. They were perceived as important people in history. 
While in turn, multicultural education in a predominately white school portrays blacks as 
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objects of history, standing on the periphery of history as mere spectators. In most cases 
the only time students are engaged in the history of black people is one month out of the 
year in February. At Banneker black people are studied every month throughout the year. 
I agree with Asante (1991) when he asserts that multicultural education is the 
basic foundation for building an Affocentric curriculum. He insists that multicultural 
education is the springboard for the concepts of Affocentrism. Therefore, I informed Mr. 
Birkett and other staff members at Banneker that the presence of an Affocentric culture 
and climate is still felt within the walls of Banneker. Whether or not the staff purposely 
attempts to conceal their Affocentric theme, they exhibit it every day when they interacted 
with students, parents and each another. After I explained what I discovered in the 
unseen culture and climate of the school to Mr. Birkett, he agreed with my findings. A 
teacher, who was somewhat displeased with the movement away from the Affocentric 
education, as stated in Banneker’s original Charter Proposal (1995), was enlightened 
when I shared this concept with her. I called to her attention that when she interacted 
with her students she did it in an Affocentric manner. When I reviewed her actions of 
how she spoke to her students as they were walking to the cafeteria, I told her that she 
said, “Hey sweetheart! listen up! Stop beating your teeth together until you’re in the 
cafeteria eating!” I also informed her that she gave a direct directive in language that 
many of the students were accustomed to in their homes. I told her that the students 
stopped talking and continue to walk, and as they were walking they many of them were 
smiling. When you walked pass me, you stopped your class and introduced them to me. 
I reminder her that her rapport with the students where already established long before her 
class pass me in the halls, it was established in her classroom the first day they met 
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together. I told her that this interaction observed between her and her students is called a 
relational motif—Affocentric because you established a meaningful relationship and 
spoke in language students could relate with. I told her that to many of her students she 
sounded like their mother. The teacher did not give the students to contemplate an 
alternative decision. She did not ask her class to be quiet, nor did she give an indirect 
command or speak in an unknown tongue to her students (speak in the King’s language... 
standard English) i.e., “boys and girls, would you please stop talking until you sit down in 
the cafeteria and begin eating your lunch?) In most cases, the majority of low-income 
and disadvantaged black children do not hear their parents speak to them in an indirect 
manner, nor in the King’s tongue. Unfortunately, that latter example does not relate to 
the majority of poor black children. When I was growing up in Brooklyn, N.Y., this 
would not be the voice of my mother, and if know the circumstances of poor black 
children, it is not the voice of their mothers today. She said: “You know, Reese, you’re 
right.” If the teacher had disagreed with my observation and explanation, based on the 
literature in this dissertation, observations and most of all, my experiences of growing up 
poor and black, I would still believe that I was right without a shadow of a doubt. When 
judging the manner in which most of the black and non-minority teachers interacted with 
students and parents, you can see that the teachers take on the role of caregiver to their 
students. The majority of the teachers at Banneker interact with their students in a 
relational learning style. 
In Chapter II of the review of the literature I cited several scholars who 
documented the concept that black students learn better in a relational setting. Janice 
Hale, Roselee Cohen, and Asa Hilliard concur with this philosophy, just to name three. 
242 
Moreover, I observed this kind of characteristic demonstrated by most of the 
white teachers and teachers from foreign countries. The majority of the teachers at 
Banneker exhibited this unique element, which is conducive to poor black students 
learning without having to jump over traditional barriers of institutional racism in the 
classroom, a situation to be avoided as stated in the school’s original charter proposal in 
1995. 
Before I turn attention to the analysis of the personal interviews and my research 
questions in this paper, I would like to address research question #3 at this time. The 
reasons for this sudden departure from the sequential flow of my paper up to this point is 
paramount to my findings in this case study under the method of qualitative research- 
participation observation. Marshall & Rossman (1995) posit” Observation is a 
fundamental and critical method in all qualitative inquiry: It is used to discover complex 
interactions in natural social settings” (p.80). Therefore, I was compelled to answer 
research question #3 in this section, because when I questioned the interviewees on this 
question, the majority of them were unable to answer it with full understanding. I had to 
explain to the interviewees clearly that I was talking about the concept of learning styles 
based on the studies of Lisa Delpit, Asa Hilliard, Janice Hale and Gloria Landson- 
Billings, just to name four black educational advocators for educating black students 
successfully in order for them to propel towards upward mobility into American society. 
Based on the Review of the Literature in Chapter II of this paper under the section 
of Black Children’s Learning Style, I presupposed my research questions. Research 
question #3 states: 
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What types of learning styles are manifested 
in classrooms or within the halls of the 
school? What type of learning styles, if 
any does your executive director or curriculum 
director emphasized teachers to facilitate in 
their classrooms? 
This question seemed to be confusing to the majority of the interviewees. Most of 
them thought I was referring to the learning styles of multiple intelligence developed by 
Howard Gardner. I quickly corrected them by referring to the learning styles of the 
aforementioned personalities named above. The majority of the interviewees were 
unfamiliar with these concepts of learning styles. Only a few of the educators were 
knowledgeable to these types of learning styles theories and a few of the authors 
associated with them. When I gave them a few descriptions of these concepts of learning 
styles, they somewhat agreed that they were familiar with them, but not in this format or 
terminology. 
I told Mr. Birkett that some of the teachers were uncomfortable when I questioned 
them upon the perspective of an Affocentric education, and confused about the types of 
learning styles utilized at the school. 
Question #3 of my research questions in my dissertation did not guide the 
interviewees to the answers I was expecting in the personal interviews. However, I did 
observe a learning style exhibited in the classrooms and in the halls of Banneker that 
portrayed the relational learning style model. Asa Hilliard, Roselee Cohen and Janice 
Hale identify this model as being relational in nature, and that it is conducive to black 
students learning successfully in an educational institution. Furthermore, it is highlighted 
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in the writing of Lise Delpit End Gloria L&dson-Billings es being CulturElly RelevEnt End 
thst it is eIso e powerful correlEtion to students’ ECEdemie Echievement Emong blscks. 
Moreover, ShujEE in Neville End Chs-jus (1998) posits thst “when discussing 
AfricEn-centered educEtion, I believe thst more emphssis should be pluced on pedEgogy 
thEn on curriculum” (p. 447). I Egree with ShujEE becEuse in some of the elementEry 
clEsses I observed Et BEnneker where En Afrocentric presence wes seen, hesrd End 
discerned in from the moment I WElked in until I left. On the other hund, there were some 
elementEry clssses I observed Et BEnneker where there wes little or none of En 
Afrocentric presence, Elthough it wes the custom of the elementEry clssses to spend 15- 
to-20 minutes of reflection time first thing in the morning Efter lesving the morning 
meeting with Mr. Birkett, to discuss things thst were of msjor concern to students. I 
believe thEt curriculum in one thing (the development End concept) but the pedEgogy (the 
Ert End style), bringing it forth in Ection End delivery is Enother. 
Neville End Chs-juE (1998) define lesming styles ss “e wsy of perceiving, 
conceptuElizing, End problem solving. It is e preference for the wsy of interacting with 
End responding to the environment” (p.455). They Essert thEt e plethora of literature hss 
been written on students End cultural lesming styles End the informEtion resulting from 
the findings hus been helpful in extending educEtors understEnding Ebout the student’s 
preferred leuming style thEt would insure optimul leuming in school. However, it is eIso 
noted by Neville End Chs-jus (1998) thEt the reseErchers who conducted this study were 
“by privileging ‘individuEl’ processes, this line of inquiry neglected to Eccount for group 
differences in Ecquiring new knowledge. ThEt is, they fail to exEmine group tendencies 
(raciul or cIess groups)” (p.455). However, in this psrt of this chupter I discussed the 
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learning style that is based on the cultural background of black children, and Asante 
characterized the relational learning style as Affocentric. 
My findings showed distinct similarities between the concepts of Affocentric 
education, multicultural education and culturally relevant education in predominately 
black schools. These models depict a strong bond in the relationships between teachers 
and students, and these relationships are witnessed throughout the culture and climate of 
the school. The relationships between teacher and students are also witnessed outside of 
the school. It even goes back to the old adage: “It takes a village to raise a child”. In the 
model of a relational learning style, teachers interact with students in the manner that they 
are accustomed to in the environment of their home culture. I observed administrators 
and teachers at Banneker relating to students like fathers and sons and mothers and 
daughters. Students feel safe in this kind of surrounding, one that reminds them of home. 
Again, as the old adage says: “There is no place like home.” Gloria Landson-Billings 
(1994) asserts that the model of a culturally relevant education is described as follows: 
a) Teacher-student relationship is fluid, 
humanely equitable, extends to inter¬ 
actions beyond the classroom and into 
the community. 
b) Teacher demonstrates a connectedness 
with all students. 
c) Teacher encourages students to learn 
collaboratively. Students are ex¬ 
pected to teach each other and be 
responsible for each other. 
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This is the identical perspective of an Affocentric educational program developed 
by Asante (1991). It is also coincided with the comparison and contrast models of 
Hilliard (1989) and Hale (1986). 
I observed how most of the teachers spoke in a direct manner when telling 
students what to do, how to do it, when to do it and when to stop doing it. Directives 
given by the majority of the teachers at Banneker were favored with blackness, 
(relational), modeled in the students’ home experiences. Some of the white teachers 
showed that same kind of characteristics when interacting with most of the black 
students. 
I observed Mr. Fray, a white English teacher at Banneker, teaching on the 
personality concepts of Shakespeare along with the characteristic perspectives of James 
Baldwin in a comparisons and contrast analysis within the same breath. He taught these 
black students enthusiastically and passionately, combined with a definite purpose. He 
was driven with a purpose of helping black students excel in every area of life. As I 
observed him, I thought hard within myself, this man must have at least one drop of black 
blood running through his veins. If you closed your eyes, and listened to what he was 
saying, and in the manner in which he said it, you too, would have walked away with the 
same conclusion. More than 50% of the eighth graders in his English class scored in the 
proficient percentile on the MCAS in 2000. Furthermore, he displayed all of the elements 
of the relational model as described by Hilliard, Delpit, and Landson-Billings. This was 
an awesome lesson to behold, and to be in the midst of a white man teaching black 
students as though they were his very own. In conclusion, to question three of my 
research questions, the learning style manifested in the classrooms and within the halls of 
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Banneker is based on the theoretical relational motif of pedagogy in a black perspective. 
I observed this type of learning style as I evaluated the school. I shared my observation of 
Mr. Fray to Mr. and Mrs. Birkett and my wife during dinner in Cambridge. Mr. and Mrs. 
Birkett were pleased with my evaluation of Mr. Fray and Mrs. Birkett revealed that Mr. 
Fray is the offspring of a bi-racial union between a black father and a white mother. I was 
not surprised at this revelation because Mr. Brown had already enlightened me about Mr. 
Fray’s bi-racial status after I observed him teaching. 
During our conversation at dinner I divulged some of my findings about the 
culture and climate of Banneker to Mr. Birkett. Again, I enlightened him that the primary 
learning style at Banneker follows the motif of an Afrocentric, multicultural, or culturally 
relevant education paradigm. You can take your pick, because these three models 
operating in a predominately black school takes on the form of the relational educational 
design. You may call it what you want, but if it looks like a duck, walks like a duck or 
quacks like a duck; it’s a duck. Therefore, the learning style exhibited within and outside 
of the walls of Banneker is in the experience of a black perspective as outlined in the 
three educational models mentioned above. 
I brought these educational models to Mr. Birkett’s attention after he mentioned 
that he was contemplating firing several of his teachers at Banneker because they have 
not developed a meaningful relationship with their students. This is when I jumped in 
with both feet and explained my perception of learning style—relational model—that have 
been documented by several educators in the black community, as being conducive for 
improving black students’ academic achievement in educational institutions. I reiterated 
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that relationship is the operative word in the relational model and without it, teaching is 
not effective for the majority of poor black students in any educational institution. 
In the next section of this paper, I attempted to delineate what each interviewee 
said occurred at Banneker in this study during the duration of their personal interview. 
These are their perceptions; therefore, their realities. Note, just because it is their 
realities, it does not necessarily make it true. I agree that it is true to them, but it may not 
be true to the review of the documents or my observations. Yet, if the triangulation of 
data holds true to qualitative design, the interviews, review of documents and 
observations should affirm each other. Thus far, the review of the documents and my 
observations are in agreement. Moreover, I believe the personal interviews will concur 
with the aforementioned components above. 
Analysis of Personal Interviews 
Part III of Chapter IV delineated the analysis and interpretation of my interviews 
with volunteer participants. Although I talked to approximately 30 individuals in either 
structured or unstructured interviews, I only utilized about 20 of the participant’s personal 
interviews in this paper. I interview 30 participants, which consisted of 10 parents, 10 
participants among the faculty, staff, Board of Trustees, and community leaders, and 10 
students. I utilized 20 of them because when I was interviewing parents and students I 
was beginning to hear repetition from some them in respect to the research questions. 
There were lest repetition among the faculty and staff members. 
During the duration of my fieldwork in which data was collected, analyzed and 
used for this section of my dissertation, I utilized the personal interviews of an original 
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Board of Trustee member; one member from the board since 1997; executive director; 
director of curriculum; an elected official; two original faculty members; technology 
specialist; 2 additional staff or faculty; and 10 parents and students from the Banneker 
community. Some of the interviews were held at school, homes and restaurants. The 
interviews ranged from 15-to-90 minutes, depending on the circumstances of the 
interviewees and locations of the sections. 
Chapter El, the Methodology portion of this dissertation mentioned that when 
conducting each interview they consisted of four research questions in which the 
interviewees answered in their own perspectives. There were also a number of follow-up 
questions relating to the original research questions, based on the responses provided by 
the interviewees. The following focal points seem to be appropriate to highlight with 
both positive and negative views of the interviewees reflected in providing answers to 
each research question. 
Question 1: What are the perspectives on the advantages or disadvantages of an 
Afrocentric education for teaching underprivileged black students in public or charter 
schools in impoverished urban communities? 
Answers: The majority of interviewees were reluctant to answer this question 
straightforward without a clearer definition of an “Afrocentric” education. The original 
two teachers who were at Banneker in the beginning were eager to answer this question 
without modifications. On the other hand, Mr. Birkett and the teachers he hired during 
his tenure were hesitant to address this question in its original form. Therefore, in order 
to make all of the interviewees feel comfortable answering question #1,1 interchanged the 
word Afrocentric with multicultural. It became apparent through my observation that in a 
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predominately black educational institution, multicultural education was in fact an 
Afrocentric education. Hence, with this observation in mind, it was easy for me to 
interchange the words Afrocentric and multicultural. 
This first question to my research question was answered emphatically by Mr. 
Harris and Mr. Webbs, the former is an original founder and board member and the latter 
was nominated to the board in 1997 during the turmoil among board members in the 
1996/97 school year. Mr. Harris and Mr. Webbs asserted the same sentiments in respect 
to the advantages of an Afrocentric education for teaching poor black children at 
Banneker. I met and interviewed Mr. Harris during my first visit at Banneker. I was 
excited to meet him and more ecstatic when he volunteered to participate in this study. 
With the pride of a peacock he boasted of his involvement in helping establishing the 
BBCS in Cambridge for educating low-income and disadvantaged black children. Mr. 
Harris posited: 
The purpose of the Benjamin Banneker Charter School 
was to help minority and disadvantaged children in the 
Cambridge community to overcome institutional racism, 
prejudice and stigmatization that many black students 
experienced in the public schools in the city. 
We believe that the primary advantage of an Afro¬ 
centric education for the majority of low-income 
black students is that it eliminates some of the 
barriers of systemic racism in the classroom 
between teacher and student. This is one less 
hurdle for black students to jump over. 
Afrocentric education allows black children to 
learn and succeed in a peaceful environment. 
I thanked Mr. Harris for providing me with such a rich history of the early day of 
Banneker. While I was interviewing Mr. Harris, he asked me what was my opinion of a 
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school like BBCS? I told him that I was the one who suppose to be asking the questions 
but I told him that I was a product of a southern historical black university, Shaw 
University in Raleigh N.C. and a progeny of Afrocentric theological education at Shaw 
Divinity School. Before I could continue to answer his question, he said: “I got the 
message.” Before we departed, he gave me his phone number and names and phone 
numbers of other board members and a state representative who were also instrumental in 
the establishment of Banneker and would meet me for an interview on his 
recommendation. At that point, I would not find words in a Webster’s dictionary to 
define my feelings. All I knew was that I hit the jack pot of interviews in the history of 
conducting personal interviews for a case study. 
I met Mr. Webbs at the Banneker late in the evening picking up his daughter from 
the after school program at about 6:00 p.m. I explained to him who I was and he in return 
told me he was a board member since 1997 and he had a daughter that attended Banneker. 
Mr. Webbs said that his daughter had been attending Banneker since 1996 and he believe 
that an Afrocentric education allowed poor black children to perceive blacks as successful 
citizens who have contributed to the building of world civilizations. He also voiced some 
of the same sentiments of Mr. Harris and other interviewees who participated in this 
study. 
Mr. Webbs asserted: 
Banneker was founded on the belief that the 
needs of low-income and disadvantaged black 
children were not being meet in the traditional 
public schools in this city [Cambridge]. Not only 
is this school an advantaged for poor black 
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children, it is an advantage for white children too. 
Because they will be able to perceive black people 
in a positive perspective. 
Mr. Harris echoed the major concern of the disadvantages to the concept of * 
teaching black children solely in a Affocentric motif and attending a predominately black 
school such as Banneker. The statement below by Mr. Harris was the same response to 
the disadvantages of an Affocentric education for teaching poor black children 95% of the 
T 
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time by the major stakeholders of the Banneker community. Mr. Harris posited: 
On the other hand, there are some disadvantages 
to the concept of teaching black students in an 
Affocentric perspective because it presents a false 
scenario of the real world that we live in. This might 
cause some of them to feel lost in a real environment 
when they leave here. At Banneker they have a safety 
net and if any of them fall they know that someone who 
cares will help them up. They might get disillusioned 
if this occurred in an hostile environment where there is 
no one present to help pick them up when they fall. 
Another major disadvantage that might occur in teach¬ 
ing black students in$n only Affocentric perspective is 
that it may lead an individual into becoming a black 
racist. If this would ever happen, it would be 
counterproductive to the concept of Affocentric 
education. I’m not saying that it won’t happen, but 
if it did it would be a real travesty in the black 
community. 
The two original teachers at Banneker since it opened in the fall of 1996, Teri 
Price and Michael Piage stated that they decided to teach at Banneker because of its 
Affocentric education. These two teachers were very relaxed when conversing about the 
concept of Afrocentrism and the advantages of teaching it to poor black children at the 
school. Mr. Paige posited: 
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No other school in the state had a program 
identical to Banneker. The school was established as 
an Afrocentric school to help low-income and dis¬ 
advantaged children receive a quality education in the 
city of Cambridge. The advantages of this kind of 
educational program is that it helps increase poor 
black students’ self-esteem and self-worth in the 
school and in the community. 
The majority of staff, faculty and parents voiced their sentiments of the 
advantages of an Affocentric education and teaching to poor black children at Banneker 
can be summarized in these words. The majority of them asserted that the advantages 
outweighs the disadvantages 10-to-l, for every 10 times you point out something positive 
about the program there in only one thing negative. They concurred that they believe that 
the Affocentric, multicultural or cultural relevant educational program at Banneker has 
helped many of the poor black children see themselves in a positive light in history. 
“Most important these children see school officials and teachers that looks like them and 
who can identify with their struggle for a brighter day in this country” Mr. Paige said. 
The teaching staff hired at Banneker, under the leadership of Mr. Birkett, was of a 
different perspective than the staff hired under Ms. Graham’s tenure. Again, I 
interchanged Affocentric education with multicultural education throughout the 
interviews. Their conversations were as follows: 
I’m not into teaching black children or any others 
in an Afrocentric or Multicultural education. I’m 
about teaching children, black or white, in the realm 
of high academic standards and expectations in order 
for them to be successful citizens in every area of 
life. 
The school was almost closed down during its 
first year under that program. Mr. Birkett told us 
that everything they did here in the first year was in 
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an Afrocentric perspective. It was working well then, 
and I don’t think it would work well today. There may 
have been some advantages to the program for many 
of the black and the two white students in the first year, 
if there was a balance in it. 
I really don’t have too much to say about that program, 
all I know is what I heard or have been told by teachers 
who were here during that time. I feel that it’s good for 
black children to see themselves in a black perspective 
if the concept is balanced across all cultures. 
The disadvantages of this kind of program can 
cause teachers and students to lose sight on the 
real issues of educating black students succ¬ 
essfully. I was not here in the beginning, but I 
believe that’s what happened at the school during 
its first year of their Affocentric educational 
model. Banneker was misunderstood and 
stigmatized by major stakeholders in the black 
and white communities here. Perhaps these kind 
of school solely for educating black kids may cause 
some people from society to be reluctant to embrace 
the school and the children who attends it. 
This was much of the rhetoric that I heard from this group of teachers who were 
hired during Mr. Birkett tenure. They expressed themselves in response to this question 
in a positive manner and most of them when I observed them teaching or interacting with 
students and each other, including me, expressed themselves in an Affocentric manner. 
Some of the interviewees said that in 1995 and 1996 most of the negative 
comments were coming from members of the school committee, educators and 
community leaders who didn’t want to lose public money to a charter school. 
Consequently, the concept of an Affocentric education played into the hands of some of 
those people to spread negative rumors against the school in order to destroy Banneker 
before it could get off of the ground. Yet, to my dismay, in 2001, most of the negative 
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comments about Banneker are coming from blacks within the Cambridge community. 
Ms. Yolanda Adams worked for Cambridge Public Schools for more than 30 years and 
she heard the negative remarks about Banneker from the onset of its conception. She 
heard that a fight occurred at the school everyday, or that the cops had to be stationed at 
the school everyday. Furthermore, she asserted that she heard that the school was going 
to close down after its first year in operation because of the problems they were having at 
the school. In addition, she said that parents were taking their children out of Banneker in 
droves because the school was a school for the worst children in Cambridge. Ms. Adams 
posited that “this was the talk around the public schools and community last year in 2000. 
She contends that when she told her colleagues at her old school that she was going to 
retire from the Cambridge Public schools and go to teach at Banneker for the 2000/01 
school year her colleagues and friends in the neighborhood thought she had lost her mind. 
Ms. Adams stated: “I was frustrated with the school system in the city and decided to 
retire, then during the summer of 2000 I happened to call Banneker to set up a meeting 
with Mr. Birkett. On my first meeting with him I was convinced that I was going to teach 
at Banneker in the fall.” She maintained that perhaps it was Mr. Birkett’s way of 
persuading her that she had the knowledge and qualities to help his program at Banneker 
and become a mentor teacher to his novice incoming staff for the academic year of 
2000/01. I told her that Mr. Birkett told me about her and how she can to be apart of 
Banneker. I told her that when Mr. Birkett was describing her and telling me of her 
awesome talent and that she was the best catch of his administration, she burst into a ray 
of sunshine. She said that Banneker is not the “black” school that so many of her 
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colleagues and friends described to her. She said that the Afrocentric education is 
positive in its approach to teaching poor black children. Ms. Adams asserted: 
I found out for myself that they don’t teach 
Afrocentric in a negative manner at Banneker. 
Teachers teach it to children to fill in the missing 
pieces of the things they don’t teach in the 
public schools in this city [Cambridge, Ma.] to 
black children. I love teaching here! I like 
the way children line up in the morning and 
sing the morning songs and how they interact 
in respect to the call and response ritual. I 
love seeing the pride on their faces when they 
walk into my classroom. I wish my former 
colleagues could experience Banneker’s atmosphere 
for at least one day. 
I told her that the problem with most black people is the lack of cooperation 
among themselves, and if something in the black community is not validated by whites it 
is not upheld in high esteem by some blacks. I told her that it was that old slave mentality 
or the “Willie Lynch” syndrome. 
Perhaps, most non-minorities are not familiar with the “Willie Lynch” syndrome. 
It is slightly on the same scale as the ice story my mother told me when I was growing up 
in New York City. She was raised in the rural south during the days of Jim Crow. She 
said that most blacks refused to buy ice from the colored icemen in their community in 
favor of buying ice from white icemen. My mother said, when you would ask the colored 
folks why they did not buy ice from the colored icemen, the majority of their answers 
were that “his ice (from the white icemen), is colder than his (the colored icemen).” This 
is one form of the “Willie Lynch” syndrome. 
257 
George Fraser (1994) explains that Willie Lynch, a powerful slave owner from 
England, was invited to be the keynote speaker at a gathering of plantation owners in 
Virginia in 1712, where he shared his psychological method of controlling slaves. 
Mr. Fraser (1994) asserts that upon Mr. Lynch’s arrival to Virginia, he noticed 
that many of the slaves were beaten, maimed and undernourished, and the stench of death 
was in the air. He informed the colonists that these slaves were too valuable of a 
commodity to lose. He informed them that he had a foolproof method to getting the 
optimal labor out of them. He guaranteed them that if they carried out his brainwashing 
technique correctly, they would be able to control their salves for three hundred years, if 
not for a lifetime. Mr. Fraser maintains that Willie Lynch’s system taught slaves not to 
trust anyone but their master’s and the owner’s family. Most importantly, he taught 
slaves not to trust one another. He devised a plan to divide and conquer black slaves. He 
advised the colonies to make differences among blacks and intensify them. Mr. Fraser 
(1994) posits: 
Don’t forget, you pit the old black versus 
the young black and the young black male against 
the old black male. You must use the dark skin 
vs. the light skin slaves and the light skin 
slave vs. the dark skin slaves. You must also 
have your white servants and overseers distrust 
all blacks but it is necessary that your 
slaves trust and depend on us. They must love, 
respect and trust only us (p.66). 
This means of controlling the minds of blacks has plagued them and has been 
passed down through generation to generation. Mr. Fraser implies that this means of 
mind control is a compelling rationale for the plight of blacks in America. When I hear 
black stakeholders of Banneker tell me about the negativity that comes from their own 
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people, it is disheartening. Again, the Willie Lynch mentality is alive and well in 
Cambridge and across America. Many blacks have bought into the belief that anything 
associated with “blackness” is inferior. (Refer to the poem titled, Why did You Make Me 
Black, Lord, in Appendix D). 
Question 2: How are students performing at the Beniamin Banneker Charter 
School? What does BBCS students have to do to be viewed as being successful bv 
students and educators in traditionafmlucational programs? What does BBCS students 
five to do to be vfewedM being successful bv minjlprs of the community? Can the 
facultvmid staff support the academic improvement of a BBCS student with respect to 
lie outcom JnStandardizedfrelts such as the MCAS, Stanford-9 or Iowa Achievement 
Test? How does the faculty, parents and community measure a BBCS student 
improvement tfa his or her self-awareness and self-esteem in school, home or community? 
Answer: The majority of the stakeholders of the Cambridge community asserted that 
students’ academic achievement has improved at Banneker in the last few years. Yet, 
there was a small contention that said that the school did not challenge their children to 
their full potential. Mr. Birkett defended the positions of his teachers when he posited: 
We believe that most of the teachers at Banneker are 
Teaching here because they want to. Most of us are 
here for the students. You know too well there are 
teachers in every school teaching only for a paycheck. 
At Banneker it’s no exception. We don’t have many, 
but one is one too many. We believe that teachers 
are teaching students at Banneker to be successful in 
every aspect of their lives. Students are performing 
well, and they have made outstanding strides in their 
academic achievement this year. As long as these 
students show improvement on the MCAS and Stanford-9 
Tests everyone will attest that the school is helping black 
students succeed. 
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Mr. Birkett and Ms. Kenya Brown, the curriculum/instruction and assessment 
director said that at Banneker, the score on only one test to determine students’ academic 
achievement (They were relating to the MCAS scores) does not assess students. They 
contended that the school’s policy to determine students’ success on a variety of 
assessments. Ms. Brown asserted that teachers look at everything students do from the 
first test in class to their last one, plus each teacher reviews students’ individual portfolio 
for the entire year to assess pre, mid, and post-tests to monitor their progress. 
Furthermore, she said that both her and Mr. Birkett believed that this method is a true 
measure of students’ performance at Banneker. Moreover, she echoed the same 
sentiments that Mr. Birkett told me early on that: “The MCAS is only one mean to assess 
students’ academic achievement and not an end to its mean. That’s what the state and the 
public wants it to mean. We disagree! Nevertheless, the MCAS is here, we don’t think 
it’s going away anytime soon, therefore, we have to deal with it.” In addition she said 
that the school had developed remedial programs to assist students in how to prepare for 
the test. Ms. Brown proudly stated that Banneker had showed the public that students 
have risen to the challenge set before them by the state and the public at large. The 
majority of the parents attested that they saw positive change in their children attitudes 
and self-esteem. They further asserted that their children are happy attending Banneker 
and most parents and teachers agreed that happy people are positive people, and positive 
people do positive things. Parents and teachers said that they see positive things in the 
students’ lives in and out of school. The community had also attested to the positive 
change in attitude in students since they have been at the school 
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The majority of parents were pleased with the students5 academic achievement at 
Banneker. Ms. Sandra Pitts, a single mom, asserted that she sent her children to 
Banneker because, “I had a gut feeling that they would do better in a school that offered 
an Affocentric or a multicultural curriculum. I can see results from my child. She reads 
and does math on or above grade level and she likes coming to school” she said. Mr. 
Birkett proudly reaffirmed that students who took the Iowa Test and Standard-9 scores 
have improved last year and this year (1999 and 2000). He asserted that “the scores on 
the Iowa Test increased over 14% for third graders that took the test.” Mr. Birkett sat 
back in his chair shinning like the sun when he said: “When I read in newspapers that 
Banneker’s test scores are on the rise, it makes me feel good about the school, the 
students and the great job teachers are doing at my school.” He also contented that when 
students feel good about themselves and their school it shows in their grades. 
The majority of parents that participated in these interviews attested to that they 
could see positive changes in their children’s attitude at home and in the community. 
Many of them predicated their children success on the special environment at Banneker. 
Ms. Dayle Reynolds, the parent of three children at Banneker summed up the situation 
when she said: “I think it’s the curriculum or something about the way they teach black 
children about famous black inventors, musicians, and other things like that, which make 
them believe in themselves. I have told my friends and neighbors that the school is doing 
a fine job teaching my children.” Furthermore, she contended that one of her children, 
Jason, was doing his homework at home, and is reading more books than she ever knew 
him to read. “Sometimes when some of his friends come over, I hear them talk about the 
things they are doing in their schools (public schools in Cambridge). They tell my son 
261 
that they are not doing the stuff he is doing at Banneker,” she said. Many of the parents 
said that their children felt loved by their teachers and they loved going to Banneker. 
Mr. Edward Keith, the father of two sons at Banneker, the only two white students 
at the school during the 1999/2000 academic year asserted that he said that he was not 
totally pleased with the atmosphere of the school in the last two years (1998/99 and 
1999/00) because the school had changed from student centered to test centered. He 
posited that “Banneker had become like another prep school in Massachusetts and had 
lost its sense of family.” He contended that although most of the students are performing 
well at the school and many of the students feel that they are challenged to their full 
potential, he stated, “my two sons Marvin and Joey are not being challenged by most of 
their teachers.” In addition, he asserted that the school lacked a gifted and talent program 
that would serve to enhance students like his children. I was somewhat confused when 
he said what he said during our meeting. The same thing that he was condemning Mr. 
Birkett of doing, moving the school forwarded in meeting the mandate of student 
assessment and teacher accountability as set my the DOE, he was saying that the school 
was lacking challenging academic programs for his sons. Nevertheless, he was satisfied 
with the overall performance of Banneker and was glad that the school was in Cambridge 
because it was putting pressure on the public schools in the city to set higher academic 
standards for its students. 
Question #3: What types of learning styles are manifested in classrooms or within 
the Balls olthe schBl? What type of leammjg styles, if any, does the executilp director 
or curriculum director emphasize teachers to facilitate in their classrooms? 
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Answer: (Refer to p.241, participant observation). 
Question #4: Since the Afrocentric education paradigm is a radical departure from 
the concepts of integration and the Civil Rights Movement, how do the major 
stakeholders of disadvantaged black children in marred urban schools perceive an 
■ 
Afrocentric education? 
Answer: The majority of the major stakeholders of the Banneker community 
answered this question with conviction that it was in the best interest of black students to 
make a radical shift from the old concept of integration ideologies to a new grassroots 
movement of Afrocentrism. The concept of an Afrocentric education for educating low- 
income and disadvantaged black students was a grassroots movement established by 
parents, educators and policymakers in the black community. It is a radical response and 
reaction to the detrimental practice in most traditional public schools of mis-educating 
and mis-labeling students of color, particularly blacks. There was 100% of a unified 
voice among the members of the board, and many of the parents were in agreement with 
the board members. Mr. Harris asserted: 
Along with parents, we were the first ones 
to voice our concerns about the plight of 
black students in the public schools in 
Cambridge. Too many of our children were 
failing disproportionately to their white 
counterparts in some of these schools. We 
felt it was time for a change and decided 
it was time to depart from the status quo 
in Cambridge. I am the only original 
member of the Broad of Trustees at the 
school. Others left for one reason or 
another. That’s a story for another day. 
The founders of Banneker believed it was 
time to act now. The Educational Reform 
Law of 1993, gave way to the establishment 
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of charter schools. We looked into this 
new idea and decided that a school designed 
under an Afrocentric concept would be the 
silver bullet that would help low-income 
and disadvantaged black children succeed 
in their academic experience. 
Mr. Webbs asserted that the black community has seen what the so-called concept 
of integration has done for the majority of black children, “not much if you allow the 
record to speak for itself in our schools and community” said Mr. Webbs. Consequently, 
Mr. Webbs contended that the black community does not have to apologize to the 
proponents of integration or to anyone else who holds those ideas sacred. He reached his 
climate when he said that it was not the black community that departed from the theory of 
integration in our society, the politicians never intended for it to work for the majority of 
poor blacks in the country. 
The majority of the major stakeholders of the black community in Cambridge 
welcomed the concept of an Afrocentric educational theme at Banneker. They believed 
that it was a great accomplishment for their community to have a school with this kind of 
education for their children. Mr. Harris asserted that the school had opposition in the 
beginning from educational leaders from the public schools in Cambridge, but most of 
that has subsided. He said that the school official were more concerned with the school 
district losing money to the charter school. Mr. Harris asserted that “it was about the 
money, not about educating black children.” Sadly, he stated that “most of our opposition 
comes from within our own people today in 2000. But hey, that’s life. We just have to 
deal with it. It’s sad, but it’s real. I think we did the right thing for our children.” 
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Mr. Brown, dean of students, and a former history teacher at Banneker, asserted 
that “the departure from the concepts of integration and the Civil Rights Movement of the 
1960’s was a good thing for a segment of the population in the 1990’s and on, especially 
for low-income and disadvantaged black children, because it allowed a “Banneker” to co¬ 
exist with traditional public schools in order to reach our student body.” Then on the 
other hand, he said: 
It was not good for our country and particularly for 
the thousands of protesters who died for that principle. 
Martin Luther King always enters my mind when I think 
of the Civil Rights Movement and integration. I wasn’t 
bom when all of that was going on, but I read enough 
and heard a lot about what happened from my parents. 
Mr. Brown said that he has been at the school for two years and he read and was 
informed, by Mr. Birkett, teachers, parents and students, that Banneker is the by-product 
of the Civil Rights Movement of the 1960’s. In other words, he said “it’s the reality of 
the outcome of our history.” Furthermore he asserted that for blacks it has always been 
one step forward and two steps back. Mr. Brown contended that blacks had made some 
progress because of the movement, but, he said that “many of us (blacks) are still 
relegated to the bottom of the barrel in the 1980’s and 90’s and in the new millennium. 
Public schools across America are just as segregated today as they were in the South in 
the 1950’s and 60’s.” Moreover, Mr. Brown asserted that there are some differences, in 
the 1950’s and 60’s it was by law. “In the 1970’s, 1980’s, 1990’s and 2000, it was then, 
and is now, where you live or in the case of Banneker it’s by choice. If I had to choose 
the school I wanted my child to attend, I would opt for choice” he said. He asserted that 
is what Banneker has presented to the Cambridge community. Furthermore, Mr. Brown 
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maintained that children are not forced to come to Banneker, “parents send their children 
here by choice.” Furthermore, he does not believe that the establishment of Banneker 
was a smack in the face of integration per se. Mr. Brown asserted that in today’s society, 
“Banneker is a choice for survival in order for black children to receive a successful 
education in their own neighborhood, particularly for low-income and disadvantaged 
blacks.” 
The majority of parents and students that I interviewed were in the same 
predicament as Mr. Brown; they were not bom in the zenith of the Civil Rights 
Movement of the 1950’s and 1960’s. Hence, many of them were not as committed to the 
concepts of the Civil Rights Movement or integration as were their parents. Therefore, 
the movement away from integration was foreign to many of the parents and students. In 
most cases, the concept of Afrocentric was a foreign language to many of the parents and 
students as well. Many of them were familiar with words such as “multicultural” and 
“diversity.” 
Ms. Joyce Bell, a mother of a young daughter name Tikiha who was in the 
seventh grade volunteered to participant in this case study. Ms. Bell came to school to 
pick up Tikiha in the after school program at about 5:00 p.m. while Mr. Birkett was 
outside talking to some of the students, I walked up to her and started a casual 
conversation about the school. After several minutes into the conversation I asked if she 
could give me about 15 minutes of her time to tell me why she decided to enroll her 
daughter in Banneker. We talked for approximately 30 minutes about her perspectives of 
the school. 
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Ms. Bell said that she had been living around the block in the city’s housing 
project for 5 years, since 1993 and it was not until 1998 that the first time she knew 
Banneker existed. I asked her how could that be with her living around the block from 
the school. She said that most of the time she keeps to herself, but when some of her 
friends informed her of the school, they told her all of negative things about the school. 
Things like, the school was a “black” school and that the whites didn’t want it in town. 
She said that she was told that some of the blacks were opposed to it too. Then when a 
good friend informed her that she was going to send her children to the school because of 
its Afrocentric program in the 1999/00 school year, she said that she began to lean that 
way too. Ms. Bell asserted that “when I enrolled my children in the school, I didn’t have 
a clue of what Afrocentric education meant or what it was.” She said after she enrolled 
her daughter in Banneker that was when she heard about some bad rumors in the 
neighborhood about the school. She posited that “I lived in the Johnson’s Projects around 
the comer from the school for 5 years and didn’t hear anything about Banneker, but the 
day I enrolled my daughter there, the mmors started to come in like a flood.” She 
asserted that some of the rumors that she heard was that it was a school for dumb kids. 
Ms. Bell said that others were saying that the school was a boot camp for kids who were 
suspended from public schools in Cambridge. She said that she was convinced through 
her daughter that Banneker was a school that made a positive different in her child’s 
education and in her overall attitude about life in general. 
All I know is that my daughter is doing much better 
here then she did in her other school, and she’s loving 
this school. Therefore, I know for a fact that the 
departure from integration and the Civil Rights 
Movement has been good for my child in the area of 
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education. I can’t speak for everybody, but speaking 
for myself, I thank God for Banneker because I don't 
believe my daughter would be looking at graduating 
next year and having the opportunity to be accepted 
into a good high school if she didn’t come to this 
school. 
During the conclusion of my personal interview session with Mr. Brown, Dean of 
Students, I asked him an ad hoc question at the end of the interview. What do you think 
the perspectives of Benjamin Banneker, Martin Luther King, Marcus Garvey, W.E.B. 
DuBois and Malcom X would be if they walked through the halls of Banneker in 2000? 
Mr. Brown asserted that Banneker with a student population of about 350 students and 
97% of them are black children, and 75% of the staff and faculty are also black. He was 
smiling when he was telling me this, he then posited that “Banneker’s composition and 
structure aligns with W.E.B. DuBois’s structural vision of successful schools.” Mr. 
Brown said that W.E.B DuBois stated in one of his essays, ‘What the Negro needs, 
therefore, of the world and civilization, he must largely teach himself; what he learns of 
social organization and efficiency, he must learn from within his own ranks, and he must 
above all make and set and follow his own ideals of life and character.’ Mr. Brown 
asserted that “if Dr. DuBois saw a black man as the leader of this school and black males 
and females teachers educating black children he would believe that his living and 
teaching was not in vain.” 
At this point during the interviews Mr. Brown seemed to get in his zone as he 
emphatically shared his perceptions of what Marcus Garvey would say about Banneker if 
he walked through the building. While Mr. Brown was expressing the viewpoints of 
Marcus Garvey, it seems as though he became Mr. Garvey for a brief moment in time and 
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space. Mr. Brown was a history teacher at Banneker in the academic year of 1999/00 
when I first visited the school. I also observed his history class several times during my 
fieldwork gathering data for this study. He is the teacher that gave me the corresponding 
letter between Thomas Jefferson and Benjamin Banneker. In addition to the letters he 
also permitted me to read the letters that his students wrote to President Jefferson in 
response to Mr. Banneker’s letter to him. Therefore, this ad hoc question of the reactions 
of the personality mentioned above was somewhat predicated upon his knowledge and 
excitement he displayed in his classes. 
Mr. Brow posited: 
For Marcus Garvey, the Jamaican Black Nationalist, 
argued that self-sufficiency is the key to 
black liberation. All politics, industry 
and education must be established without the 
assistance of the state. For Garvey, Banneker 
on the surface would represent that vision of 
black ownership and privatization. However, 
when analyzing the charter’s accountability 
system and dependency on state funds, he 
would dismiss the school’s strategic vision 
as patriarchal. 
Mr. Brown stated his perspective of what and how Mr. Garvey would react to the 
Banneker experiences in 2000 so eloquently and with a great comprehension of blacks in 
a historical and social context in American society. I was in awe with the above 
statement on Mr. Garvey by Mr. Brown until I wish I could inscribe his quotes in gold 
leaf letters. 
I knew then that I was in for a treat because I am also a student of history—not hi-story— 
of distorted, half or partial truth but history in its unadulterated historical context as 
events unfolded as they happened. 
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When Mr. Brown talked about Malcolm X his perspectives of him was somewhat 
paradoxical, particularly with respect to his dichotomy with the Nation of Islam. Again, 
Mr. Brown’s perspectives on the reaction of Brother Malcolm with respect to the 
Banneker’s adventures is explained in such a profound manner as he asserted in his own 
words: 
For Malcolm X, another Black Nationalist from 
the 1960’s, would commend the school’s efforts 
at educating African-American youth, but like 
Garvey would find the structure of the charter 
problematic. Although, one may argue that after 
he broke ties with the Nation of Islam, he may 
have shifted his ideology to a more inclusive 
approach to liberation. 
Mr. Brown contended that for Malcolm anyone who talks or writes about him 
must describe the young Malcolm converted to the teaching of Elijah Mohammed in his 
mid-twenties to a doctrine of separation and hate for the white man. Mr. Brown posited 
that “that Malcolm would be feared my the populace. On the other hand, Mr. Brown 
asserted that the older Malcolm who was converted to the teaching of Islam after his trip 
to Macca in his mid-forties to a doctrine of integration and love for all men. Mr. Brown 
contended that “that Malcolm would be reveled my humanity.” 
When Mr. Brown was expressing his sentiments about Malcolm I discerned 
sadness in his spirit and it also was in his voice and seen on his face. That suddenly 
changed when he transformed himself into Benjamin Banneker. The atmosphere went 
from a funeral to a celebration as he explained the perspective of Benjamin Banneker’s 
reaction to the establishment of a school that bared his name in 2000 housed by 97% of 
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children who looks like him; “he would be ecstatic unto no end”, said Brown. In 
Brown’s own words, he stated: 
For Benjamin Banneker, the school that has 
taken his name as a symbol and representation 
of his contributions, would take pride in see¬ 
ing the commitments made to educating young 
African-American children. In his most eloq¬ 
uent letter in 1791 to Thomas Jefferson he 
revealed to Jefferson the contradictions in the 
Declaration of Independence. He stated: ‘Sir 
how pitiable is it to reflect, that altho[ugh] 
your equal and impartial distribution of those 
rights and privileges which he had conferred 
upon them, that you should at the same time 
counteract his mercies, in detaining by fraud 
violence so numerous a part of my brethren 
under groaning captivity and cruel oppression, 
that you should at the same time be found 
guilty of the most criminal act, which you 
professedly detested in others, with respect 
to yourselves.’ To see African-American 
children free from the grips of slavery, with 
equal access to educational opportunities 
would definitely please him unto no end. 
During the interviewing process in our earlier scheduled meeting, Mr. Brown 
conversed on the concept of Afrocentrism as a radical departure from the Civil Rights 
Movement of the 1950s and 1960s. He implied that Martin Luther King Jr., is the first 
person’s name who comes to mind when he think about the Civil Rights Movement. Mr. 
Brown asserted that the idea of the movement with respect to integration was right 
theoretically wherein most whites could accept it, but to many of the powers to be in 
American society its philosophy was not right in practically, wherein most whites would 
not accept it. Hence, Mr. Brown delineates on the perspectives of King in respect to the 
ideology of the Benjamin Banneker Charter School for educating poor black children if 
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he would evaluate its strengths and weakness in 2000. Mr. Brown posited in this own 
words: 
Surprisingly, the Benjamin Banneker Charter 
School would have been the most disappoint¬ 
ing to Martin Luther King Jr. Efforts made 
throughout the 1960’s to integrate public 
institutions would have appeared to be in 
vain when reading the school’s mission. I 
am sure his question would be ‘why must we 
open a school specific to minority and low- 
income students if initiatives in the 1960’s 
sought to reform those conditions?’ It appears 
that for many of the African-American leaders, 
the necessity for a Banneker to open at the 
turn of the 20th century is disheartening to I their philosophical quest for black libera¬ 
tion. However, one common element is that 
they all stood for a common goal of excel¬ 
lence for African-American children, in a 
school that encourages an open and free ex¬ 
change of ideas and opportunities for all 
African-American children. 
I told Mr. Brown I truly appreciated him sharing his perspectives of what he 
believed that these outstanding leaders in the history of our country would say if they 
would walk through the halls of Banneker in 2000. Moreover, I informed him that I 
would write his viewpoints in this dissertation in most cases verbatim because his words 
were spoken so eloquently. I believed that a few of his quotes should had been written in 
gold leaf in this dissertation because of its organizational, literary style and contents with 
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respect to blacks in a historical and social context in American society. I believed that 
Mr. Brown’s perspectives added potency, truth, and reliability to this study. 
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Summary 
In the final analysis, based on key documents, participant observation and 
personal interviews, the Benjamin Banneker Charter School had shown significant 
improvement in students’ academic achievement during the academic years of 1998/99 
and 1999/00 under the leadership of Mr. Birkett. 
Part I of Chapter IV evaluated the overall operation of the school, from its 
conception of the idea of establishing of charter by the founders in 1995 to its first 
academic year in 1996/97 under the administration of Ms. Graham. I subtitled part I of 
Part I of Chapter IV, The Early Years, appraised the conception of the school until the 
end of the academic year ofl 996/97. 
This section also evaluated the status of Banneker and recalled its complete 
progress as outlined in the original Charter Proposal in 1995. Moreover, it detailed the 
findings as revealed to me through personal interviews and review of the documents. 
The findings indicated that Banneker was not meeting its mission statements as 
dictated by the original Charter Proposal in 1995. The school began the first academic 
year with an enrollment of 180 students. Within a few months parents withdrew their 
children from the school due to internal conflicts between the executive director and 
teachers, in which two teachers were fired without any input from parents, faculty or staff 
members. The sudden departure of those students decreased students enrollment to an 
all-time low of 165. This amount of students who withdrew from Banneker caused the 
school to have a financial deficit of approximately $400,000. An evaluation report 
conducted by the Cricket Consulting Company (1997) reported that Banneker had an 
insufficient school-wide academic curriculum. Also, the report stated that the school was 
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lacking an effective means of controlling students behavioral. In addition, the report 
indicated that deficient classroom management among some of its faculty was conducive 
to a majority of students behavioral problems at Banneker. 
Interviews with some of the faculty, staff and parents who were associated with 
Banneker since its opening, revealed that the school was in total chaos. Many of the 
teachers and parents stated that there was no standard school-wide curricula in place to 
guide academics with respect to the frameworks of the State of Massachusetts 
Department of Education. The previous administrations lacked organizational and people 
skills. The school was on the brink of closing down after its first academic year because 
these issues were not addressed and corrected. 
Mr. Michael Page, a music teacher who was hired in the 1996/97 school year, said 
that “Ms. Graham meant well and that she did have the students’ interest at heart”. The 
Board of Trustees hired her to develop and implement an Afrocentric education for the 
BBCS. She took the bull by the horns and attempted to create an Afrocentric Educational 
Program curricula throughout the school. Everything about the manner in which she 
developed and implemented the curricula was in the Afrocentrism philosophy. The 
culture and climate of the school was also Afrocentrism. Ms. Graham and her staff wore 
African clothes, prepared African food and listened to African music. Mr. Keith said 
“parents loved it, but a few of them wanted to introduce a balance to the curriculum by 
adding a multicultural education to the school.” Mr. Keith told me that Ms. Graham and 
the Board of Trustees opposed this change in curriculum. 
According to my personal interviews with major stakeholders of the Banneker 
community, the school’s Afrocentric Educational Program was good, but it did not have a 
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strong academic foundation. It had all the glitter of gold but not the value of gold. The 
staff and faculty had high expectations of students but low academic standards for them 
in order to educate all students successfully. 
When dissension grew amongst members on the Board of Trustees, staff and 
parents, with respect to Ms. Graham’s performance, her dismissal was inevitable. The 
Board of Trustees fired Ms. Graham after the 1996/97 school year, and Mr. Birkett was 
hired as the new executive director for the academic year of 1997/98. 
Mr. Birkett came to Banneker with a positive academic and military background. 
He served in the Air Force for five years, elevating to the rank of Captain. He served as 
the assistant principal at the Renaissance Charter School in Boston for two years and 
served on several boards for charter schools. He accepted the challenge set before him at 
Banneker. He was aware of the problems that he would encounter at Banneker prior to 
accepting the position of executive director. But if you know Mr. Birkett, he’s an 
individual who tends to rise to the challenges. He shines brightest under fire, similar to 
gold when it is being refined. 
Mr. Birkett was a man on a mission, when he came to Banneker. He had a 
mandate from the Board of Trustees to save the school from closing. 
Part II of Chapter IV, The Years of Transition, investigated the first two years of 
Banneker under the leadership of Mr. Birkett from the school year of 1997/98 to the end 
of the academic year of 1998/99. 
The first thing he did was to call parents at their homes notifying them that there 
had been a changing of the guards at Banneker. He assured them that the change was for 
the better for the school and students’ academic achievement. He and some of the 
275 
teachers visited the homes of those parents who withdrew their children from Banneker in 
the school year of 1996/97. He personally reached out to many of them to let them know 
that it was not going to be business as usual at Banneker. He wanted them to know that 
he was serious about educating their children to the best of his ability. The parents 
responded by re-enrolling their children into Banneker. The good new was that the 
enrollment increased to its original number of 180 students. 
The next order of business, on Mr. Birkett’s agenda, was to move away from 
Banneker’s Affocentric Educational Program to one that consisted of a strong academic 
program incorporating mathematics, science, English and technology. Mr. Birkett 
asserted that it was an easy transition away from the Affocentric Educational Program to 
a stronger academic program because parents wanted to see positive change that would 
allow their children to succeed in every area of life. Again, the majority of parents at 
Banneker trusted him and believed that he was going to do the right thing for them and 
their children. 
According to the Renewal Site Visit Report (2000), during the years of transition 
under the leadership of Mr. Birkett, the school’s overall performance improved. He hired 
teachers who shared the vision and philosophy he had for educating students of color, 
particularly blacks. He hired academic specialists in the areas of mathematics, 
technology and special education to develop and implement a better curriculum to create 
a higher quality of education for all of Banneker’s students. The Renewal Site Visit 
Report (2000) also verified that the school showed a significant increase in students’ 
academic achievement, particularly on the Stanford-9 and Iowa Achievement Tests. But 
at the same time, the report verified that the school had not met some of the goals as 
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outlined in its original Charter Proposal in 1995. The Renewal Site Visit Report (2000) 
admonished Mr. Birkett to involve all members of his staff in developing and 
implementing of a standard school-wide curricula for all of teachers to adhere to and 
apply it in their classrooms. Also, the report indicated that Banneker’s parents were 
disenfranchised from the major decision making process of the school, and an 
inconsistent discipline policy was a major concern for parents. 
Mr. Birkett is the first one to admit that the school has come a long way, but it still 
has a long way to go in order to have its charter renewed for the next five years. 
Part III of Chapter IV, The Years of Reasons, examined the school years of 
1999/00 and 2000/001 under the direction of Mr. Birkett. These academic years could 
also be called the Years of Assessments and Accountability. 
Mr. Birkett told me, although the 1999/00 academic year was over, his work at 
Banneker had only just begun. He assured the board, staff, and parents that students’ 
academic achievement would improve. 
Documents indicated that students’ academic achievement improved significantly 
in the 1990/00 school year. They reported that the first eighth grade class to graduate 
from the school went on to attend some of the most prestigious examination and private 
high schools in the Commonwealth of Massachusetts. This class was the first eighth 
graders to take the MCAS. More than 50% of them scored in the proficient range in 
English and Language Arts, and about 50% of them scored in the proficient range in 
mathematics. But Mr. Birkett is quick to down play these modest gains in test scores at 
Banneker. He is looking to a future when every student scores within or above the 
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proficient level on all parts of the MCAS. He is very optimistic that this can be a reality 
at Banneker given where the students have come from and where they are today. 
Mr. Birkett always reminds his critics that most of the students who entered the 
halls of Banneker were one-to-three years below grade level when they first got there. 
Mr. Birkett asserts that “when Banneker opened in 1996, the public schools in Cambridge 
dumped their deficient and deranged students on Banneker. Then they sat back hoping 
that we would fail.” Mr. Birkett said, “this will not happen under my watch.” 
Although documents showed that the school has improved in its overall 
performance, Banneker is not out of the woods just yet. 
The Renewal Site Report (2000) indicates that the school still has to improve in 
developing and implementing a school-wide academic curriculum to be utilized by every 
teacher in their classrooms. The report says that Mr. Birkett and his inner circle designed 
the school-wide curriculum, thus excluding input from the majority of the staff, parents 
and Board of Trustees. Hence, Mr. Birkett must include key stakeholders of the 
Banneker community in developing a school-wide academic curriculum. Moreover, the 
report have suggested that the school incorporate more minds and bodies in the decision 
making process for improving students’ academic achievement and parents—school 
relations. 
Furthermore, the Renewal Site Visit Report (2000) admonished that the Board of 
Trustees become more visible and assertive in defining their role in the daily running of 
the school. In addition, the renewal committee contends that Banneker must develop a 
teacher-mentoring program to assist new teachers in classroom management in order to 
decrease behavioral problems in the school. Yet, the report praises Mr. Birkett and his 
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staff for meeting most of the goals stated in the school’s charter and for the hard work 
they have done for improving students’ academic achievement in the last few years. 
Mr. Birkett had acknowledged those citations by the Renewal Site Visit Report 
(2000). He said that Banneker must act on the recommendations by the charter renewal 
committee in order to assure staff members, parents and students that the school is in 
good standing with the Commonwealth of Massachusetts Department of Education. Mr. 
Birkett and his staff have rolled up their sleeves once again to meet the tasks before them. 
He said that the school-wide academic curriculum for the 2000/01 looked much better 
than it did last year. The Renewal Site Visit Report (2000) agreed, but it is easier said 
than done. Mr. Birkett claimed that he was committed to Banneker’s mission statement 
and goals. He insisted that given the facts about Banneker and its students when he first 
arrived in 1997, the school has significantly improved. He pointed out that the MCAS 
scores for the eighth grade for the school year of 1999/00 would be better than they were 
in the 1998/99 academic year. Mr. Birkett mentioned to me that he had issued directives 
to his math and English teachers for grades four and eight that they are to schedule 
acceleration assistance weekly and over the Christmas Holiday for students who are 
deficient in their classes. He had advised them to meet after school to help students who 
are experiencing problems in the areas of math and English. He had informed parents 
and community leaders of his innovative, extended academic programs to improve 
scholastic performance. 
I must confess that Mr. Birkett is a unique personality committed to helping low- 
income and disadvantaged black students to succeed in every aspect of life. Quitting is 
not an option in the life of Mr. Birkett. He claimed that he was more determined than 
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ever to see this project to fruition. If, in fact, that is the case, Mr. Birkett will appreciate 
my conclusions and recommendations of my findings in the next and final chapter of my 
dissertation. 
280 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
This chapter presents a summary of the study, general conclusions and 
implications based on significant findings, as well as recommendations to the major 
stakeholders of the Benjamin Banneker Charter School. These latter include the Board of 
Trustees, executive director, staff members, students, parents and the community at large, 
who were interested in finding ways and means of successfully educating impecunious 
black students living in unproductive urban communities in order propel them towards 
upward mobility into American society. 
The chapter concludes with suggestions and recommendations to future 
researchers, who might be interested in conducting additional studies pertinent to this 
topic. 
Summary of the Study 
The primary purpose of this study was to evaluate the strengths and weaknesses of 
an Afrocentric Educational Program in an urban charter school. The school consisted of a 
general population of approximately 180 to 350, of which 97% are black students from 
the academic years of 1996/97 until 2000/01. The study evaluated an Afrocentric 
approach in promoting student academic achievement in low-income and disadvantaged 
black children. In addition, this study delves into the genesis of an Afrocentric 
educational design at the Benjamin Banneker Charter School and how the program was 
implemented. Moreover, it was the purpose of this study to research the advantages and 
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disadvantages of a cultural and pedagogical concept that accommodates the learning style 
designed for poor black children for the purpose of successfully educating them. 
This study was inspired by the devastating plight of impecunious black students’ 
academic achievement in most traditional public schools in urban America. Educators, 
particularly blacks, must seek to alter this perilous course. I believe that an Affocentric 
education, multicultural education or a culturally relevant educational paradigm is just 
one solution to rectify the dilemma in most traditional public schools attended by low- 
income and disadvantaged black students. 
Researchers indicate a paucity of studies supporting the notion that an Affocentric 
educational program will improve black students’ academic achievement in educational 
institutions. Nevertheless, what literature was found proved paramount to this study. The 
literature is pertinent to the study because it introduces references that support the need 
for and significance of this study. This literature review also helped me develop and 
prepare the research design, research questions, participant observations, and personal 
interviews; it also facilitated my collection and analysis of the data for the study. The 
qualitative analysis of the data was achieved utilizing document reviews, participant 
observation and personal interviews. 
Parts I and II of Chapter IV relied on information from key stakeholders within 
and outside of the Banneker community, of what they revealed through the print media, 
or by word of mouth about the school. These documents consisted of Banneker’s original 
Charter Proposal (1995); annual reports and Parent/Student Handbooks for the academic 
years from 1996/97 until 1999/00; State Site Visit Report (1999); Renewal Charter 
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Application (2000); Renewal Site Visit Report (2000); newspaper articles from the 
Cambridge Chronicle from 1996 until 2000; and personal interviews. 
Part HI of Chapter IV delineated the events I saw, heard, and interpreted about 
what was actually occurring at the school. The information obtained in this segment of 
my paper was derived through participant observations that took place when I first gained 
access into Benjamin Banneker Charter School in February 2000. I was able to 
eyewitness what teachers were really doing and teaching to their students inside and 
outside of their classrooms. Also, I was able to interact with the Board of Trustees, 
executive director, staff and faculty members, students and parents on a personal basis. I 
was able to develop a rapport with key stakeholders of the Banneker community. I found 
this relationship necessary to achieve the success I had at the school because I received a 
great deal of powerful information about students’ academic achievement and the overall 
performance of the school. The executive director shared with me classified documents 
about Banneker from the state and other independent educational agencies. We shared 
in-depth concerns about the private matters of successfully educating impecunious black 
students in urban America. He gave me total access to his entire school and I had the 
privilege to sit in and participate in faculty meetings. I went in and out of teachers’ 
classrooms freely to observe them with and without their knowledge that I was going to 
observe them on a particular day. The staff, students and parents were very accepting of 
my presence at the school and in their homes. 
Part III of Chapter IV also considered what major stakeholders had to say to me 
about what occurred in the school. Individuals from the Banneker community also shared 
with me their thoughts about the school from their perspectives. This is their reality of 
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students’ academic achievement and the overall performance of the school. Their reality 
does not make things right or wrong, but it is right and real in their own eyes. I respected 
each participant’s viewpoint and what they revealed to me about the school while I was 
collecting data for this dissertation at their school. 
I conducted structured and unstructured personal interviews with some of the 
major stakeholders who volunteered to participate in this study. The structured 
interviews were conducted with a tape recorder and later transcribed by my wife and then 
analyzed by me; thus documenting the interviews in a consistent and orderly fashion. I 
did not use a tape recorder for most of my unstructured personal interviews because most 
of them were not scheduled, they just happened by chance. I would walk up to parents, 
teachers and students and begin a casual conversation. Briefly into the conversation, I 
would identify myself to the individual, and obtain permission to continue our discussion 
as an interview. 
In the personal interview process, I interviewed 30 participants—20 of them were 
used in this study. I knew I had received enough information from the interviewees when 
I began to hear the same things said by previous interviewees. I believe that more truthful 
and in-depth information was obtained from participants when I did not use a tape 
recorder because they seemed more comfortable responding to my questions than those 
participants who were interviewed using a tape recorder. 
I am confident that most of the interviewees answered the research questions 
honestly and to the best of their ability. A few of them desired anonymity, especially 
when they wanted to say something negative about the executive director, Board of 
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Trustees, teachers or the school in general. I definitely respected their request, because 
without their statements, this paper would be pretentious and disingenuous. 
Findings to the General Research Questions 
Question #1: What are the perspectives on the advantages or disadvantages of an 
Affocentric education for teaching underprivileged black students in public or charter 
schools in impoverished urban communities? 
Answers: The majority of staff and faculty members who were hired during Mr. 
Birkett’s tenure were reluctant to answer this question straightforward without a clearer 
meaning of an Affocentric education. On the other hand, the two original teachers who I 
imposed question #1 in its original terminology were eager to answer it without any 
modifications. Therefore, for the sake of some of the staff and faculty members and 
interchanged the word “Affocentric” with “multicultural.” But in a matter of fact, it 
became apparent through participant observation, review of documents and conducting 
personal interviews, in other word, during my fieldwork of data collection, in a 
predominately black educational institutions such as Banneker, multicultural education 
was in fact an Affocentric education. The responses ffom two Board of Trustee members 
and an elected local official were 100% for an Afrocentric education for teaching low- 
income and disadvantaged black students, and that this educational motif is what the 
Cambridge community needed in order to educate this target population of poor black 
children. The two original teachers expressed the same sentiments as did the two Board 
of Trustees members. Teachers who were hired during the administration of Mr. Birkett 
felt that the school’s curriculum of a multicultural education was an advantaged for all 
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students at Banneker. They asserted that it was good for blacks to see themselves as major 
contributors in a historical context and it was good for whites to see that blacks had 
played a major role in the building of America and major civilizations in general. The 
majority of parents stated that they sent their children to Banneker because of its 
Affocentric Educational Programs and that they were satisfied with the fact that their 
children were learning about their own culture and seeing successful educators that looks 
like them in leading positions in the school. A few of the parents were unaware that 
Banneker was established as an Affocentric school, they only though of it as a “black” 
school. This small group of parents was yet satisfied with the idea that their children 
were learning about the contributions that blacks had made in America and in the global 
community at large. The majority of student were also satisfied with the cultural relevant 
motif at Banneker. Although many of them were unaware of Banneker’s Affocentric 
theme, they voiced their happiness with the teachers teaching them about blacks in a 
positive context. The majority of the major stakeholders at Banneker believed that the 
advantages of an Affocentric education outweights the disadvantages, particularly at 
Banneker, because they believe that when children see themselves in a positive light in a 
social and historical context, it is translated in to positive self-esteem and self-worth. 
Therefore, these stakeholders at Banneker believe that when students’ self-esteem and 
self-worth improves their academic and social elements also improves. The only 
perspective on a disadvantaged of an Affocentric education that I heard uttered ffom the 
lips of some of the major stakeholders was that Banneker’s environment was not a true 
sample of American society. Some of them questioned weather or not students at 
Banneker would be successful once they leave and go on to high schools and colleges 
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and be able to adjust to a different environment where they are in the minority and still 
succeed. 
Question #2: How are students performing at BBCS? What does BBCS students 
have to do to be viewed as being successful by students and educators in traditional 
educational? What does BBCS students have to do to be viewed as being successful by 
members of the community? Can the faculty and staff support the academic 
improvement of a BBCS students with respect to the outcome on standard tests such as 
the MCAS, Standford-9 Achievement Test, Iowa Achievement Test or any one of the 
wee-known national norm tests? How does the faculty, parents and community measure 
a BBCS students improvement in his or her self-awareness and self-esteem in school, 
home or community? 
Answers: The executive director and faculty members asserted that students’ academic 
achievement had improved at Banneker in the academic years of 1998/99 and 1999/00. 
They said that eighth graders who took the MCAS in the spring of 2000 did well on it. 
Nearly 50% scored in the proficient level on the English part and over 50% of them 
passed the math segment. In addition, approximately 55% of the graduates of the class of 
2000 were accepted in some of the best public (exam schools) and private high schools in 
the country. The executive director, staff and faculty, and parents are proud to name a 
few of these schools such as Phillips Execter, Boston Latin Academy and Cambridge 
Rindge and Latin. Some of them were accepted on full or partial scholarships. Parents 
and community attested that students at Banneker are performing very well. They 
contended that due to the fact that the majority of the students are happy about coming to 
the school, therefore, their happiness in seen in their attitudes, and their attitudes are 
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conducive to better grades in school and better dispositions at home and in the 
community. Many of the major stakeholder in the Banneker community are proud to 
point to the positive press releases the school had receive in the school years of 1998/99 
and 1999/00 on the improvement of students test scores on standardized tests, such as 
Standford-9 and MCAS. The majority of students asserted that they were learning more 
at Banneker than at their pervious schools. This same sentiment in echoed by their 
parents. The state’s DOE has attested to the fact that students at Banneker had shown 
significant improvement in their academic achievement in the academic years of 1998/99 
and 1999/00. To solidify the fact of its success, the DOE has approved the renewal of 
Banneker’s charter in March 2001 for the next five years. The renewal of a school’s 
charter speaks in volumes to students’ academic success and the overall success of a 
charter school. This charter renewal eliminates any doubt of weather or not positives 
things are happening at Banneker with respect to question #2 of the research questions in 
this dissertation. 
Question #3: What types of learning styles are manifested in classrooms or within 
the halls of the school? What type of learning style, if any, does the executive director or 
curriculum director emphasize teachers to facilitate in their classrooms? 
Answers: Although under the tenure of Mr. Birkett an overt presence of an Afrocentric 
that was at Banneker in its first school year in 1996/97 had shifted to a rigorous academic 
curriculum of math, science and technology. Yet, during the data collection obtained and 
analyzed, the learning style yet remains a relational, field sensitive, student centered, 
cognitive and an affected domain which is conducive to meeting the needs of low-income 
and disadvantage black students. These elements are consisted with a cultural relevant 
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motif—and in a predominately black school such as Banneker— it is Afrocentric 
education. Note: Neither the executive director nor the curriculum director mandate that 
the learning style at Banneker is or should be Afrocentric, but the directives and mandates 
issued by them require that teachers be sensitive to the students at Banneker in 
developing and implementing their lessons centered around the students to build strong 
relationships between teachers and students, it is only apparent that the code word for an 
Afrocentric education in a school that has a student body of 97% black is—sensitive and 
relationships. 
Question #4: Since the Afrocentric education paradigm is a radical departure from 
the concepts of integration and the Civil Rights Movement, how do the major 
stakeholders of disadvantaged black children in marred urban schools perceive an 
Afrocentric education? 
Answers: On the onset of the conception and establishment of Banneker the original 
founder, parents and community leaders of the Cambridge community felt that it was a 
dire need to depart for the concept of integration. Many of the major stakeholders said 
that it was not working for the majority of poor black children in Cambridge Public 
Schools. The majority of them asserted that dismal and devastating results among too 
many poor black children occurred in most of Cambridge’s public schools year in and 
year out. Consequently, those results lead to radical changes in the manner in which that 
felt their children should be educated. As a result of the positive significant in students’ 
academic achievement in the pervious two years under the leadership of Mr. Birkett, the 
entire Banneker community are on the band wagon for praising the school’s curriculum 
and its overall performance. Hence, the majority of the stakeholders believe that the 
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original founder made a bold, radical, and the correct discussion for many of the poor 
black children in Cambridge when they petition the state for a charter for the Benjamin 
Banneker Charter School in 1995. 
The following is a summary of the significant findings derived from the data 
collected for this study: 
1. As mentioned in the analysis of the data, Benjamin Banneker Charter 
School has shown significant improvement in student academic achievement and in its 
overall performance in the last few years under the present executive director. 
2. The school has met a majority of the goals outlined in the original Charter 
Proposal (1995) and the Accountability Plan (1999). BBCS has been successful in 
meeting the total needs of low-income and disadvantaged black children living in 
Cambridge and surrounding communities. 
3. BBCS was the only public charter school in the Commonwealth of 
Massachusetts with an Afrocentric Educational Program when it was established in the 
1996/97 academic year. Presently it serves approximately 350 students. Ninety-seven 
percent of the students are black, and 75% of the students receive free or reduced lunches 
for the 2000/01 school year. 
4. BBCS began as an Afrocentric School with the purpose of helping 
impecunious black students overcome traditional barriers of systemic racism and 
prejudice which impeded their scholastic success in Cambridge and in surrounding urban 
communities. However, the overt presence of Afrocentrism was diminished in favor of a 
stronger academic curriculum, a direct result of the shake up in the administration during 
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the 1997/98 academic year. However a strong presence of Affocentrism exist in the 
pedagogy of many of Banneker’s teachers. 
5. Eighty-five percent of the parents supported the new changes for the 
development and implementation of a school-wide academic curriculum which 
emphasized rigorous standards in the areas of mathematics, science, English and 
technology. 
6. The academic years of 1998/99 through 1999/00 saw BBCS students 
improving and in some cases excelling on the Stanford-9 Achievement Test in Language 
Arts, reading, and math. 
7. Although BBCS has shifted from an Affocentric educational approach to 
an academic based curriculum, yet, the presence of a relational learning style is exhibited 
by the majority of the teachers in their classrooms and by staff members throughout the 
school. It should be stated that a relational learning style is the primary element to 
building a strong education program and relationship with black students. Consequently, 
this learning style may be conducive to helping black students explicate significant 
improvement in their academic achievement. These learning theories are attributed to 
four black scholars in the fields of education and black studies: Asa Hilliard, Janice Hale, 
Gloria Landson-Billings and Lisa Delpit. 
8. When BBCS was first established, negative rumors were generated by 
whites in the public schools in Cambridge and in the community at large. The public 
school community assumed that a charter school would rob them of valuable resources 
used to support traditional paradigms in education. The white people in Cambridge felt 
threatened by the presence of an Affocentric education in their community. Their 
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ignorance of the concept of an Afrocentric education was the basis of their fears. 
Ironically, some of the main stakeholders from the black community were just as ignorant 
as many of the whites. But the amazing thing about this situation is that in the last few 
years, blacks are the primary resistance forces to the school. The negative rumors 
initiated in the black community are causing some of the major problems for the school. 
In the personal interview section of this paper, many of the participating interviewees 
mentioned this concern more than a few times. 
9. Generally speaking, the findings of this study revealed that Banneker has 
made significant improvement in student academic achievement and in the overall 
performance of the school. Mr. Birkett, the executive director, reminds the Board of 
Trustees, staff members, parents and the community at large, that the school has come a 
long way since the days of old. Yet, on the other hand, he emphasizes that they still have 
a long way to go to make Banneker the school that the original founders envisioned. Mr. 
Birkett acknowledges the areas of deficiency at Banneker, and he is more determined than 
ever to emend them. 
10. This study also showed significant and positive changes in the overall 
lives of low-income and disadvantaged black students who attended this charter school 
located in a poor urban community. None of this would be possible if it were not for the 
Education Reform Act of 1993. It was this regulation that allowed charter schools to be 
established in the State of Massachusetts. 
11. Teachers, parents and the community had validated the fact that the 
attitudes of the majority of black students at Banneker were now more positive. Teachers 
asserted that black students performed better when they see themselves as members of a 
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great and intelligent race who contributed to the building of world civilizations. Parents 
also marveled at how the presence of assertive black administrators, excellent teachers of 
color and outstanding white teachers greatly influenced their children’s lives. Also, 
parents claimed that the BBCS staff cared about their children’s total welfare, thus 
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fostering students’ scholastic achievement, self-esteem and self-worth. Teachers and 
parents attested that a nurturing educational environment was the primary component in 
building a learning community. Furthermore, most of the stakeholders of the Banneker 
community agreed that black students and students of color with high self-esteem and 
self-worth were more likely to get good grades and maintain a positive perception about 
their teachers and schools. This information makes Banneker’s successful role in 
students’ lives even more important. 
General Conclusions and Implications 
The following conclusions and implications were drawn from a variety of the 
significant findings originated from qualitative analysis of the data involved in this study: 
The findings in this study revealed a significant and positive improvement in the 
overall lives of disadvantaged black students attending Benjamin Banneker Charter 
School, which is located in a poor urban neighborhood. Positive student attitudes and 
scholastic improvement were attested to by teachers and parents who were eyewitnesses 
to these changes in students’ lives in and outside of school. Furthermore, significant 
improvement in students’ academic achievement was validated in the Renewal Site Visit 
Report (2000) and in the Cambridge Chronicle, (12/6/2000). 
293 
Based on the data collected and analyzed, a productive, substantial and positive 
relationship was found among staff members, parents and students. Furthermore, 
Renewal Site Visit Report (2000) affirmed that the rapport between teachers and students 
had been instrumental in scholastic achievement and building positive attitudes outside of 
the classrooms. The report also revealed that the executive director was leading the 
school in the right direction, and that the academic curriculum had shown a significant 
improvement in the 1998/99 and 1999/00 school years. In addition, the document stated 
that the mathematics curriculum was the strongest in the school and that students had 
received higher test scores on the Iowa Achievement Test, Stanford-9 Achievement Test 
and the MCAS for 2000. 
Most of the goals and objectives of the original Charter Proposal (1995), 
according to the documents, had been addressed by Mr. Birkett, the Executive Director, 
who was the driving force behind the majority of the school’s successes in the previous 
three years. The Renewal Site Visit Report (2000) also noted that the executive director 
was almost solely responsible for the innovative programs developed and implemented at 
the school. The report cited his lone approach as a major deficiency at Banneker. 
Moreover, the report recommended that the Board of Trustees, staff and faculty members 
collaborate in the development and implementation of a standard school-wide academic 
curricula aligned to the state of Massachusetts Department of Education. 
Another key point that had not been met, as outlined in the original Charter 
Proposal (1995), was more parental involvement in the important decision-making 
process of the daily operation of the school. The executive director acknowledged 
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collaboration problems and opened up a channel of communication to address those 
issues. 
The Renewal Site Visit Report (2000) affirmed the diligent work that was 
accomplished by the executive director and the entire staff at Banneker. The school was 
also acknowledged and praised in the report for staying the course of its original Charter 
Proposal (1995), of accepting all students at the level they were—(one-to-three years 
below grade level)—upon enrolling at Banneker and then taking them to a higher level or 
to their highest innate potential in all areas of life. Moreover the state Site Visit Report 
(1999) and the Cambridge Chronicle (2000, August 19) acknowledged and applauded the 
commitment of Mr. Birkett and the entire Banneker community for the school’s success 
for the academic years of 1998/99 and 1999/00. 
Based on participant observation, the information documented in this dissertation 
verified most of the findings mentioned in the review of the documents. This segment of 
the collected data revealed the things I witnessed at Banneker. During the process of 
participant observation one of the most important things I observed at Banneker was that 
outstanding teachers were interacting positively with low-income and disadvantaged 
black students. The majority of the teachers at the school treated low-income and 
disadvantaged black students with respect and dignity throughout this case study. Mr. 
Birkett said that teachers must exhibit respect and fairness to all students at Banneker: 
“This is a prerequisite for teaching at Banneker,” he posited. 
The Banneker community consist of a rainbow coalition of admirable teachers 
who are imbued with a commitment and a definite purpose to successfully educating low- 
income and disadvantaged black students to the best of their ability. I observed white 
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teachers hugging and holding hands with impoverished black students as if they were 
their own children. I noticed teachers of all colors and ethnic backgrounds interacting 
with underprivileged black students with an emphatic intend of helping them obtain a 
successful education at Banneker. 
An important aspect that pertained to an Affocentric educational motif in the 
school that I observed during the months of my participant observations was the unseen 
and unspoken undercurrent of a culturally relevant education and social environment. In 
this special environment, underrepresented black students were receiving a high quality 
education and developing sincere relationships with teachers and each other. I am of the 
opinion that an educational institution with a culturally relevant educational program with 
rigorous academic standards combined with sincere relationships between teachers and 
students would probably have a higher success rate for propelling black students towards 
upward mobility into American society. 
The findings I discovered through personal interviews in this study were very 
interesting and valuable to this study. I had the privilege of interviewing 30 individuals 
who volunteered to participate in this study, but I used 20 of the personal interviews for 
this study because some of the information started to become repetitive. I queried board 
members, administrators, teachers, parents, students and the community using structured 
and unstructured interviewing techniques. This method allowed me to retrieve 
information that was not known to me prior to the interviews. Although I read 
documents and observed the school’s environment, the interviews enabled me to perceive 
and hear what occurred at Banneker in the interviewees’ perspectives. This approach 
afforded me the opportunity to see and hear about the school from another perspective. 
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Since no two individuals see things in the same perspective, the sentiments and 
perceptions of the participants involved in the interviewing process were vital to the 
analysis of this study. 
Interviewees who requested to remain anonymous submitted the meat and 
potatoes of the information to this case study. There was one exception to this rule, and 
that was when I interviewed Ms. Watson. I was unaware that she was the woman that I 
had read about from several documented sources during the duration of collecting data for 
j 
this study. She has two children enrolled at Banneker, and they are performing above 
grade level and have also scored in the proficient level on the Sandford-9 and Iowa 
standardized achievement tests, including the MCAS. In the documents she applauded 
the daily operation of the school across the board, particularly the executive director and 
staffs performance. In Mr. Birketf s book (2000) she asserted: 
My kids love school. They have good friends 
and they are doing well. I am convinced that 
my husband and I have found what we were 
searching for at Banneker. Banneker’s 
educational philosophy matches our concepts 
well. In addition to their academic lesson, 
the children learn responsibility and re¬ 
spect for one another. I like the school’s 
no-nonsense approach. Teachers give regular 
homework that helps the youngsters estab¬ 
lish good work habits. Above all, the 
strong curriculum and a safe, secure environ¬ 
ment create the kind of school my family 
values (p.50-51). 
This was what she said to Mr. Birkett on a tape recorder while he was 
interviewing her for his book on charter schools. I received a different message during 
our interview at Banneker on December 7, 2000. I met her while she was going to tutor a 
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fourth grade class in English and Language Arts. She mentioned that she went to 
Banneker twice a week to volunteer about two-to-three hours a day. I asked her if I could 
have about 15 or 20 minutes of her time for an interview. She agreed and gave me 45 
minutes of her time. During our interview, she condemned BBCS for its lack of a school- 
■ 
wide discipline policy and the low expectation teachers had for her children. She added 
that she was not pleased with the overall performance of the school. Ms. Watson claimed 
that her kids were doing well at Banneker under its present circumstances. Yet, she 
maintained that if her children could do this well in classes where other kids were 
jumping on desks and disrupting the classes, they would probably do much better in a 
better learning environment. She asserted: 
Can’t you see that this school is out of 
control? Just look at the kids, they are 
too loud and unruly. All of this monkey 
business in the hall. This is like 
jungle behavior in this school. I am 
planning to withdraw my children from this 
school at the end of the year. 
After she vented in my presence for a few minutes she said, “this school would be 
much better if the administrators suspended kids who exhibited violent behavior in class.” 
During this interview, I was privy to information that I probably would not have read in 
any document or seen during my observations. This kind of information afforded me the 
inside track making it possible for me to comprehend a real sense of what had actually 
happened or was occurring between the lines in the participants’ natural environment. An 
individual normally would not receive private, sensitive and specific information without 
immersing him or herself in the day by day setting of their participants. Once again, these 
statements from interviewees were important data in the field of qualitative research 
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allowing me to see their perceptions of their world. Agreeing with the interviewees or 
not does not matter or diminish their testimonies because it is their reality or what they 
perceive is important. In the final analysis the information gathered from the 
interviewees were vital pieces of knowledge for understanding the important questions of 
“how,” “what,” “when,” and “why”.. .in qualitative research, particularly in case study 
design. 
All of the interviewees concurred that students’ academic achievement had 
improved during the years under the leadership of Mr. Birkett. Furthermore, most of 
them agreed that the quality of education and the overall performance of the school had 
improved. The majority of the participants interviewed were of the opinion that the 
school was an educational institution where most of the teachers were teaching and most 
of the students were learning. When I interviewed students, the majority of them said that 
they were learning more at Banneker than in their previous schools in Cambridge. Plus, 
many students said that they loved coming to school at Banneker, including two white 
males who claimed that they loved the school because of the friendships that developed 
between them and black students. From my perspective, this speaks volumes about those 
people dedicated to meeting the total needs of poor black children. Moreover, the 
interviewees asserted that the culture and climate at Banneker made it possible for 
disadvantaged black students to receive a good education that would afford them a higher 
probability of obtaining academic and social success in a global community in the new 
millennium. 
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Recommendations 
The following recommendations were based on the most important findings of 
this study derived from the review of documents, participant observation and structured 
and unstructured personal interviews. 
1. It is recommended that educators in charter and/or public schools, who 
teach low-income, disadvantaged black students or students of color, be trained and 
cognizant of learning style differences and cultural background of those students. This 
should be done regardless of educators’ ethnicity or characteristics. I also recommend 
that the state of Massachusetts Department of Education require and enforce public and 
charter school officials to develop, train and implement cultural relevant educational 
paradigms for its students of color. Based on review of the literature and the findings in 
this study, relational motifs between teachers and students appear to be a very important 
component in propelling black students towards upward mobility into American society. 
2. It is recommended that the Commonwealth of Massachusetts Department 
of Education require proper educational background in teaching and supervisory 
experience for any administrator who holds the position of executive director in a charter 
school. Executive directors who establish or inherit a charter school within the first three 
years must be trained in developing and implementing school-wide academic curricula. 
In addition, they must be trained as instructional leaders and assessment specialists. 
Based on the findings in this research, these recommendations might increase the 
probability that charter schools successfully educate students from various ethnic groups 
and all walks of life. 
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3. Teacher training colleges and universities must up-date their pedagogical 
concepts and teacher education programs to meet the demands of a diverse society. 
These higher halls of learning must prepare prospective teachers to develop and 
implement complete lesson plans that meet the total needs of the students who sit in front 
of them. I am of the opinion that teachers who are equipped with knowledge of how to 
develop and implement complete lesson plans centered around their student’s learning 
styles might have a higher probability of assisting poor black students and students of 
color much more efficiently. 
4. I recommend that educators of all cultures, backgrounds and creeds stay 
current in educational issues relating to students of color, particularly blacks. Moreover, I 
also recommend that teachers read scholastic materials authored by educators of color, 
which relate to the learning styles of students of color, that might help to propel them into 
the stream of American society. Based on the research in this study and its findings, 
awareness of students’ cultural roots and backgrounds may serve as a catalyst in 
encouraging black students to reach their fullest potential in every area of life. 
5. In compliance with the original Charter Proposal in 1995 requiring parental 
involvement in the major decision making process of the school, I strongly recommend 
that schools encourage parents to become active participants on the Board of Trustees. 
The Board of Trustees and executive directors of charter schools must structure their 
hierarchy to be more accessible or user friendly to parents and community leaders. 
Parents’ and community leaders’ input are valuable resources for educating the total 
child. Based on the findings in this study, parental involvement in major decisions about 
the daily operation of the school is paramount to creating better schools. Moreover, 
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parental involvement in schools is conducive to a higher degree of parental satisfaction 
and tends to create an environment where high standards and high expectations for all 
students is exhibited. 
6. It is recommended that public and charter schools develop and implement 
a mentoring teacher program to assist novice and experience teachers with the crafts and 
sensibilities necessary to become effective multiracial teachers. This could result from 
interviewing and observing other teachers in the classroom with respect to classroom tone 
and management. 
7. Based on the documents, interviews and observations, it is recommended 
that public and charter schools develop and implement training seminars to assist teachers 
in becoming more efficient facilitators or moderators in the classroom. This will improve 
teacher effectiveness and maximize teaching and learning to benefit every student. 
Teachers are truly teaching when they are reaching every student as the following two 
statements which appear in some parents and students handbooks attest: “Every Child 
Can and Will learn” and “Children First.” If, in fact, these two statements are to be taken 
seriously by the educational community, the recommendations expressed in this section 
must be considered, particularly in poor urban communities for low-income and 
disadvantaged black students. 
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Suggestions for Future Research 
As is the case with the majority of studies reviewed, this study has its own scope 
and limitations with regard to the data collection procedure, as well as with the research 
design. The following recommendations may, therefore, be worthwhile for future 
researchers, who might be interested in conducting related studies: 
1. This study was limited to students in grade pre-K to eighth grade in a 
public charter school; with a student population that was 97% black, and a cultural 
relevant school-wide curriculum motif. Interested future researchers are, therefore, 
encouraged to conduct a longitudinal study on the graduates’ academic achievement and 
overall performances in high schools that operate under the old paradigm of most 
traditional public schools. 
2. This study was limited to only one urban charter school, with an 
Affocentric Educational Program, located in an impoverished community in Cambridge, 
Massachusetts. Interested future researchers are, therefore, encouraged to conduct a 
statewide replication of the study in other charter or public schools. In addition, this 
study may be used in other states that focus on a multicultural education or a cultural 
relevant motif to successfully educate students of color, in order to assimilate them into 
American society, in order to ascertain the reliability and generalization of the findings. 
3. Furthermore, this study was limited to a predominately black student body, 
approximately 97% and focused on an Affocentric education to help low-income and 
disadvantaged students integrate into the mainstream of American society (75% of them 
received free or reduced lunch). Future investigators, particularly educators of Latino 
backgrounds should be encouraged to conduct a statewide or across-country study 
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implementing a cultural relevant paradigm for Latino children, to assist them in receiving 
a high quality education, to propel them towards upward mobility into American society. 
The replication of this study would serve as a vital act of affirming the reliability and 
validity of this study that was originally designed to increase students’ academic 
achievement of low-income and disadvantaged black students in urban neighborhoods. 
4. The research design used in this study to collect and analyze the data was 
qualitative. It incorporated the following methods of investigating the participants in 
their natural settings and collecting data through review of documents, participant 
observation and personal interviews. The analysis of the data was subjective to the extent 
of the researcher’s perspectives and biases, therefore, creating a possibility of making the 
analysis and interpretation conclusions of the data flawed. Future researchers are 
therefore advised to apply a quantitative approach in addition to a qualitative research 
design. 
A quantitative research design would allow the researcher to remain distant and 
independent from the participants being examined. Creswell (1994) asserts that 
researchers approach their studies through the deductive and logical reasons. They apply 
theories and hypotheses and test the results to determine whether or not the findings are 
significant through statistical application of the data. Therefore, this study, using a 
quantitative design in its research would limit the human factor of pretentiousness and 
subjectivity. 
5. During the review of the literature for this study, I learned that there was a 
paucity of literature on black studies of this kind. There is particularly little written about 
the academic achievement of low-income and disadvantaged black students authored by 
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black educators, to determine their success in “all-black” schools or in traditional classes 
in public schools with an Afrocentric or a cultural relevant paradigm. 
Future researchers in the black community are, therefore, encouraged to further 
the cause of developing and implementing educational programs designed to meet the 
total needs of low-income and disadvantaged black students. In order for these studies 
not to be classified as anecdotal by the white community, documenting the results and 
findings of these studies by black researchers is pertinent and vital. If this is 
accomplished, it could inspire hope for hundreds of thousands of low-income and 
disadvantaged black students, seeking to rise to the level of acceptance in the mainstream 
of American society. 
6. The review of the literature suggests that black students have been mis- 
educated, misunderstood, mis-communicated to and mis-labeled in most traditional 
public schools in America. Affocentric education is just one means to emend the 
injustice and systemic racism against poor black students, especially those who are falling 
through the cracks in traditional educational systems in poor urban communities. 
Therefore, I recommend that future research be conducted in this kind of study in order to 
change the manner in which the majority of poor black students are taught in poor urban 
schools and in most traditional public schools in this country. 
7. This study was limited to a co-educational institution in a predominately 
black setting in an urban community. A plethora of literature has been written on the 
plight of black males’ academic achievement in traditional public school. In addition, 
there is a noticeable lack of black males and black females enrolled in courses in the 
natural sciences on the secondary level. Interested researchers are, hence, encouraged to 
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conduct studies about the scholastic successes of black males and black females in single¬ 
sex schools or single-sex classes in public schools, charter schools, parochial schools or 
in private schools in America. Based on current literature on this topic, however scarce it 
is, there is a possibility that the results and findings of these studies might show a 
significant improvement in the academic achievement of black boys and girls in these 
special schools or classes. If, in fact, this is the circumstance, conceivably, major 
stakeholders in black communities could lobby policymakers to alter current laws to 
accommodate the dire need of saving a generation of black students, particularly males, 
from being ostracized from the mainstream of American society. 
In my final conclusion, I would like to complete this dissertation in three words of 
Langston Hughes’, “A Dream Deferred.” This is the reality of what hundreds of 
thousands of poor black students encounter in most traditional public schools in urban 
communities across America today. 
I trust that the countless hours and the sacrifices that went into this dissertation 
were not spent in vain. The positive findings about Benjamin Banneker Charter School 
detailed in this paper should be prudently considered in designing and implementing 
these kinds of educational models in the future. The successful education of low-income 
and disadvantaged black students and students of color in America’s urban public schools 
is my hope and dream for today because tomorrow may be too late. 
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Black Children’s Learning Style 
Asa Hilliard (1976) has compiled a summary of the characteristics of two learning 
styles identified by Cohen. 
Table 1 
Analytical and Relational Cognitive Styles 
(Compiled from Rosalie Cohen. In Hilliard 1976,p.36-40) 
Analytical Style 
Stimulus centered. 
Parts-specific. 
Finds nonobvious attributes. 
Abstracts common or generalizable principle of a stimulus. 
Notices formal properties of a stimulus that have relatively 
stable and long-lasting meanings. 
Ignores the idiosyncratic. 
Extracts from embedded context. 
Names extracted properties and gives them meaning in 
themselves. 
Relationships tend to be linear. 
Relationships that are noticed tend to be static and 
descriptive rather than functional. 
Relationships seldom involve process or motivation as a 
basis for relations. 
Perception of conceptual distance between observers and 
observed. 
An objective attitude—a belief that everything takes place 
“out there” in the stimulus. 
Stimulus viewed as formal, long lasting, and relatively 
constant; therefore opportunity exists to study it in 
detail. 
Long attention span. 
Long concentration span. 
Greater perceptual vigilance. 
A reflective attitude and relatively sedentary nature. 
Continued, next page 
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Table 1 Continued 
Language style is standard English of controlled 
elaboration. 
Language depends upon relatively long-lasting and stable 
meanings of words. 
Language depends upon formal and stable rules of organiza¬ 
tion. 
Communication are intended to be understood in themselves, 
i.e., without dependence upon nonverbal cues or idiosyn¬ 
cratic context. 
“Parts of speech” can readily be seen in nonsense senten¬ 
ces. 
Analytic speech characterized by “hesitation phenomena”: 
pauses for verbal planning by controlled vocal modulation 
and revision of sentence organization to convey specific 
meaning, since words have formal meanings. 
Sometimes view of self-expressed as an aspect of roles, such 
as function to be performed. 
View of self tends to be in terms of status role. 
Relational Style 
Self-centered. 
Global. 
Fine descriptive characteristics. 
Identifies the unique. 
Ignores commonalties. 
Embedded for meaning. 
Relevant concepts must have special or personal relevance 
to observer. 
Meanings are unique, depending upon immediate context. 
Generalizations and linear notions are generally unused and 
devalued. 
Parts of the stimulus and its nonobvious attributes are not 
given names and appear to have no meaning in themselves. 
Relationships tend to be functional and inferential. 
Since emphasis is placed on the unique and the specific, 
the global, and the discrete, on notions of difference 
Continued, next page 
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Table 1 Continued 
rather than on variation or common things, the search for 
mechanism to form abstract generalization is not stimulated. 
Responses tend to be affective. 
Perceived conceptual distance between the observer and the 
observed is narrow. 
The field is perceived as responding to the person. 
The field may have a life of its own. 
Personification of the inanimate. 
Distractible. 
Emotional. 
Over-involved in all activities. 
Easily angered by minor frustrations. 
Immediacy of response. 
Short attention span. 
Short concentration span. 
Gestalt learners. 
Descriptive abstraction for word selection. 
Words must be embedded in specific time-bound context for 
meaning. 
Few synonyms in language. 
Language dependent upon unique context and upon many inter¬ 
actional characteristics of the communicants on time and 
place, on inflection, muscular movements, and other non¬ 
verbal cues. 
Condensed conditions, sensitivity to hardly perceptible 
variations of mood and tone in other individuals and in 
their surroundings. 
Poor response to timed, scheduled, preplanned activities 
that interferes with immediacy of response. 
Tends to ignore structure. 
Self-descriptions tend to point to essence. 
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Table 2 
Orientation to school requirements by skill-information combinations. 
Skill-information 
Combinations 
Orientation to school 
requirements 
High analytic skills, 
high information 
High achievement, high I.Q., 
high success in school 
High analytic skills, High achievement, average I.Q., 
low information anxiety (overachievers) 
High relational skills, 
High information 
Low achievement, high I.Q., 
behavior problems (underachievers) 
High relational skills, 
Low information 
Low achievement, low I.Q., complete 
inability to relate to the school, 
Withdrawal and dropout 
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General Research Questions 
1. What are the perspectives on the advantages or disadvantages of an Affocentric 
education for teaching underprivileged black students in public or charter schools in 
impoverished urban communities? 
2. How are students performing at the Benjamin Banneker Charter School? What does 
BBCS students have to do to be viewed as being successful by students and educators in 
traditional educational programs? What does BBCS students have to do to be viewed as 
being successful by members of the community? Can the faculty and staff support the 
academic improvement of a BBCS student with respect to the outcome on standard tests 
such as the MCAS, Stanford-9 Achievement Test, Iowa Achievement Test or any one of 
the well-known national norm reference tests? How does the faculty, parents and 
community measure a BBCS student’s improvement in his or her self-awareness and self¬ 
esteem in school, home or community? 
3. What types of learning styles are manifested in classrooms or within the halls of the 
school? What type of learning style, if any, does the executive director or curriculum 
director emphasize teachers to facilitate in their classrooms? 
4. Since the Affocentric education paradigm is a radical departure from the concepts of 
integration and the civil rights movement, how do the major stakeholders of 
disadvantaged black children in marred urban schools perceive an Affocentric education? 
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Informed Consent for Research Project Participation 
Dissertation Research: Afrocentric Education in an Urban School. 
Dear Parent/Guardian, 
I am a doctoral candidate at the University of Massachusetts at Amherst and an assistant 
principal in the Worcester Public School System. Presently I am working on my 
dissertation. I am soliciting your help by inviting you to participate in a dissertation 
research project. The study will assess and evaluate the effects of an Affocentric 
education in a charter school for students in urban communities. 
This project has been fully planned according to the University of Massachusetts 
Graduate School standards and has received full endorsement of the doctoral committee. 
In order to collect the necessary data, teachers, students and parents/guardians will be 
asked to participate in two interviewing sessions. The sessions will be approximately 
forty-five minutes in duration and will take place in and outside of school at a convenient 
location and time. I would also like to observe teacher/student interactions in the 
classrooms. The question will focus on their opinions regarding an Afrocentric education 
in their school. 
The researcher will analyze the interview and observation. In the writing of my reports, 
participant’s names will not be used. I will not share the information with any 
one who might identify the participants. I will share the results of my research with 
schools’ administration and you, as participant, if you wish. 
I am requesting your permission for your son/daughter to participate in the dissertation 
research. If you have any questions do not hesitate to contact me at home, 
(508) 798-0532. For additional information you may contact my committee chair, 
Dr. Gretchen Rossman, (413) 545-4377. Your cooperation is truly appreciated. 
Thank you, 
Bernard Reese 
Please sign below if you are willing to participate or allow your son/daughter to 
participate in this dissertation research project. 
Signature:___ 
Print Name:___ 
Role in the schools community:_ 
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Informed Consent for Research Project Participation 
Dissertation Research: Afrocentric Education in an Urban School. 
Dear Administrator or Board of Director Member, 
I am a doctoral candidate at the University of Massachusetts at Amherst and an assistant 
principal in the Worcester Public School System. Presently I am working on my 
dissertation. I am soliciting your help by inviting you to participate in a dissertation 
research project. The study will assess and evaluate the effects of an Affocentric 
education in a charter school for students in urban communities. 
This project has been fully planned according to the University of Massachusetts 
Graduate School standards and has received full endorsement of the doctoral committee. 
In order to collect the necessary data, teachers, students and parents/guardians will be 
asked to participate in two interviewing sessions. The sessions will be approximately 
forty-five minutes in duration and will take place in and outside of school at a convenient 
location and time. I would also like to observe teacher/student interactions in the 
classrooms. The question will focus on their opinions regarding an Affocentric education 
in their school. 
The researcher will analyze the interview and observation. In the writing of my reports, 
participant’s names will not be used. I will not share the information with any 
one who might identify the participants. I will share the results of my research with 
schools’ administration and you, as participant, if you wish. 
If you have any questions do not hesitate to contact me at home, (508) 798-0532. 
For additional information you may contact my committee chair, Dr. Gretchen Rossman, 
(413) 545-4377. Your cooperation is truly appreciated. 
Thank you, 
Bernard Reese 
Please sign below if you are willing to participate in this dissertation research project. 
Signature:_ 
Print Name:_ 
Role in the schools community:_ 
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Informed Consent for Research Project Participation 
Dissertation Research: Afrocentric Education in an Urban School. 
Dear Community Member, 
I am a doctoral candidate at the University of Massachusetts at Amherst and an assistant 
principal in the Worcester Public School System. Presently I am working on my 
dissertation. I am soliciting your help by inviting you to participate in a dissertation 
research project. The study will assess and evaluate the effects of an Affocentric 
education in a charter school for students in urban communities. 
This project has been fully planned according to the University of Massachusetts 
Graduate School standards and has received full endorsement of the doctoral committee. 
In order to collect the necessary data, teachers, students and parents/guardians will be 
asked to participate in two interviewing sessions. The sessions will be approximately 
forty-five minutes in duration and will take place in and outside of school at a convenient 
location and time. I would also like to observe teacher/student interactions in the 
classrooms. The question will focus on their opinions regarding an Affocentric education 
in their school. 
The researcher will analyze the interview and observation. In the writing of my reports, 
participants’ names will not be used. I will not share the information with any 
one who might identify the participants. I will share the results of my research with 
schools’ administration and you, as participant, if you wish. 
If you have any questions do not hesitate to contact me at home, (508) 798-0532. 
For additional information you may contact my committee chair, Dr. Gretchen Rossman, 
(413) 545-4377. Your cooperation is truly appreciated. 
Thank you, 
Bernard Reese 
Please sign below if you are willing to participate in this dissertation research project. 
Signature:___ ' 
Print Name:______ 
Role in the schools community:_____ 
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Informed Consent for Research Project Participation 
Dissertation Research: Afrocentric Education in an Urban School. 
Dear Educator, 
I am a doctoral candidate at the University of Massachusetts at Amherst and an assistant 
principal in the Worcester Public School System. Presently I am working on my 
dissertation. I am soliciting your help by inviting you to participate in a dissertation 
research project. The study will assess and evaluate the effects of an Affocentric 
education in a charter school for students in urban communities. 
This project has been fully planned according to the University of Massachusetts 
Graduate School standards and has received full endorsement of the doctoral committee. 
In order to collect the necessary data, teachers, students and parents/guardians will be 
asked to participate in two interviewing sessions. The sessions will be approximately 
forty-five minutes in duration and will take place in and outside of school at a convenient 
location and time. I would also like to observe teacher/student interactions in the 
classrooms. The question will focus on their opinions regarding an Afrocentric education 
in their school. 
The researcher will analyze the interview and observation. In the writing of my reports, 
participants’ names will not be used. I will not share the information with any 
one who might identify the participants. I will share the results of my research with 
schools’ administration and you, as participant, if you wish. 
If you have any questions do not hesitate to contact me at home, (508) 798-0532. 
For additional information you may contact my committee chair, Dr. Gretchen Rossman, 
(413) 545-4377. Your cooperation is truly appreciated. 
Thank you, 
Bernard Reese 
Please sign below if you are willing to participate in this dissertation research project. 
Signature:_;_ 
Print Name:___ 
Role in the schools community:_ 
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Why Did You Make Me Black, Lord 
Author Unknown 
Lord...Why did you make me black? 
Why did you make someone the world would hold back? 
Black is the color of dirty clothes of grimy hands and feet... 
Black is the color of darkness, of tired beaten streets... 
Why did you give me think lips, a broad nose and kinky hair? 
Why did you create someone who receives the hated stare? 
Black is the color of the bruised eye when someone get hurt... 
Black is the color of darkness, black is the color of dirt. 
Why is my bone structure so think, my hips and cheeks so high? 
Why are my eyes brown and not the color of the sky? 
Why do people see my skin and think I should be abused? 
Lord, I just don’t understand...what is it about my skin? 
Why is it some people want to hate me and not know the person with in? 
Black is what people are “labeled” when others want to keep them away 
Black is the color of shadows cast... 
Black is the end of the day. 
Lord you know my own people mistreat me, and you know this just ain’t right, 
they don’t like my hair, they don’t like my skin, they say I’m too dark, too light! 
Lord, don’t you think its time to make a change? 
Why don’t you redo creation and make every one the same? 
God’s Reply 
Why did I make you black? 
I made you in the color of coal from which beautiful diamonds are 
I made you in the color of oil, the black gold, which keeps people warm 
Your color is the same as rich dark soil that grows the food you need 
Your color is the same as the black stallion and panther, Oh what Majestic 
Creatures indeed! 
All the colors of the heavenly rainbow can be found throughout creation! 
Your hair is the texture of lamb’s wool; such a beautiful creature is he... 
I am the shepherd who watches them I will ALWAYS watch over thee! 
You are the color of the midnight sky; I put star glitter in your eyes... 
There’s a beautiful smile hidden behind your pain... 
That’s why you cheeks are so high! 
You are the color of dark clouds from the hurricanes I create in September! 
Your stature is strong, your bone structure thick to withstand the burden of time... 
The reflection you see in the mirror, that image that looks back, that is MINE! 
So get off your knees, look in the mirror and tell me what you see? 
I didn’t make you in the image of darkness...! made you in the image of ME 
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Shosholoza 
(Afrocentric song for BBCS) 
Shosholza, shosholoza, 
Kulenzontabastimela 
Siphum ‘ezimbabwe 
Wenu yabaleka 
Wenu yabaleka 
Kulezontaba stimela 
Simphum ‘ezimbabwe 
Interpretation by the BBCS’s music teacher: 
Shosholoza: Sound of trains taking our parents to work in Gold mines in South 
Africa from Zimbabwe. Children sang as they ran after the train. 
321 
APPENDIX E 
BANNEKER SCHOOL SONG 
322 
Banneker School Song 
There’s a school I’ll have you know 
Students, teachers and parents go 
It’s a family 
and its best for me. 
Math, science & technology 
Is the dream they had for me 
and I know its true 
for all to see. 
We’ve only begun 
Our vict’ry’s won 
And now I know that 
Chorus: Everything is possible if I 
Hold on just a little longer 
No one can take my dreams away. 
Everthing is possible 
I will keep the hope tomorrow 
I know tomorrow strats today. 
Education, love and hope 
conjuer all the barriers 
but we’ll never fear 
Only excellence here. 
I can see it within my reach 
I’ll excell as teachers teach 
I believe it now 
We’ll show you how 
A village like you 
How dreams come true 
Oh Banneker we know 
Chorus: Everything is possible if I 
Hold on just a little longer 
No one can take my dreams away. 
Everthing is possible 
I will keep the hope tomorrow 
I know tomorrow strats today. 
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Banneker (Call & Response) 
Banneker Oh Banneker 
You brought us all together 
We built a great big family 
on science, math & technology 
Students, teachers workers all 
Trained and waiting standing tall 
It’s big and bright it’s a welcome sight 
many races here we’ll hold’em tight. 
Banneker Oh Banneker 
We are so proud to be together. 
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Benjamin Banneker's Letter to Thomas Jefferson 
(August, 1791) 
Sir, 
I am fully sensible of the greatness of the freedom, which I take with you on the 
present occasion: a liberty which seemed to me scarcely allowable, when I reflected on 
that distinguished and dignified station in which you stand, and the almost general 
prejudice and prepossession, which is so prevalent in the world against those of my 
complexion. 
I suppose it is a truth too well attested to you, to need a proof here, that we are a 
race of beings, who have long labored under the abuse and censure of the world; that we 
have long been looked upon with an eye of contempt; and that we have long been 
considered rather as brutish than human, and scarcely capable of mental endowments. 
Sir, I hope I may safely admit, in consequence of that report which hath reached 
me, that you are a man far less inflexible in sentiments of this nature, than many others; 
that you are measurably friendly, and well disposed towards us; and that you are willing 
and ready to lend you aid and assistance to our relief, from those many distresses, and 
numerous calamities, to which we are reduced. Now Sir, if this founded in truth, I 
apprehend you will embrace every opportunity, to eradicate that train of absurd and false 
ideas and opinion, which so generally prevails with respect to us; and that your 
sentiments are concurrent with mine, which are, that one universal Father hath given 
being to us all’ and that he hath not only made us all on one flesh, but that he hath also, 
without partiality, afforded us all the same sensations and endowed us all with the same 
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faculties; and that however variable we may be in society or religion, however diversified 
in situation or color, we are all of the same family, and stand in the same relation to him. 
Sir, I freely and cheerfully acknowledge, that I am of the African race, and in that 
color which is natural to them of the deepest dye; and it is under a sense of the most 
profound gratitude to the Supreme Ruler of the Universe, that I now confess to you, that I 
am not under that state of tyrannical thralldom, and inhuman captivity, to which too many 
of my brethren are doomed, but that I have abundantly tasted of the fruition of those 
blessings, which proceed from the free and unequaled liberty with which you are favored; 
and which, I hope, you will willingly allow you have mercifully received, from the 
immediate hand of that Being, from whom proceedth every good and perfect Gift. 
Sir, suffer me to recall to your mind that time, in which the arms and tyranny of 
the British crown were exerted, with every powerful effort, in order to reduce you to a 
state of servitude: look back,, I entreat you, on the variety of dangers to which you were 
exposed; reflect on that time, in which every human aid appeared unavailable, and in 
which even hope and fortitude wore the aspect of inability tot he conflict, and you cannot 
but be led to a serious and grateful sense of your miraculous and providential 
preservation; you cannot but acknowledge, that the present freedom and tranquillity 
which you enjoy and have mercifully received, and that it is the peculiar blessing Heaven. 
This, Sir, was a time when you clearly saw into the injustice of a state of slavery, 
and in which you had just apprehensions of the horrors of its condition. It was now that 
your abhorrence thereof was so excited, that you publicly held forth this true and 
invaluable doctrine, which is worthy to be recorded and remembered in all succeeding 
ages: “We hold these truths to be self-evident, that all men are created equal: that they are 
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endowed by their Creator with certain unalienable rights, and the among these are, life, 
liberty, and the pursuit of happiness.” Here was a time, in which your tender feelings for 
yourselves had engaged you thus to declare, you were then impressed with proper ideas 
of the great violation of liberty, and the free possession of those blessing, to which you 
were entitled by nature; but, Sir, how pitiable is it to reflect, that although you were so 
fully convinced of the benevolence of the Father of Mankind, and of his equal and 
impartial distribution of these rights and privileged, which he hath conferred upon them, 
that you should at the same time counteract his mercies, in detaining by fraud and 
violence so numerous a part of my brethren, under groaning captivity and cruel 
oppression, that you should at the same time be found guilty of that most criminal act, 
which you professedly detested in others, with respect to yourselves. 
I suppose that your knowledge of the situation of my brethren, is too extensive to 
need a recital here; neither shall I presume to prescribe methods by which they may be 
relieved, otherwise than by recommending to you and all other, to wean yourselves from 
those narrow prejudices which you have imbibed with respect to them, and as Job 
proposed to his friends, “put your souls in their souls’ stead;” thus shall your hearts be 
enlarged with kindness and benevolence towards them; and this shall you need neither the 
direction of myself or others, in what manner to proceed herein. And now, Sir, although 
my sympathy and affection for my brethren hath caused my enlargement thus far, I 
ardently hope, that your candor and generosity will plead with you in my behalf, when I 
make a known to you, that it was not originally my design; but having taken up my pen in 
order to direct to you, as a present, a copy of an Almanac, which I have calculated for the 
succeeding year, I was unexpectedly and unavoidably led thereto. 
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This calculation is the production of my arduous study, in this my advanced stage 
life; for having long had unbounded desires to become acquainted with the secrets of 
nature, I have had to gratify my curiosity herein, through my own assiduous application to 
Astronomical Study, in which I need not recount to you in many difficulties and 
disadvantages, which I have had to encounter. 
And although I had almost declined to make my calculation for the ensuing year, 
in consequence of that time which I had allotted therefore, being taken up at the Federal 
Territory, by the request of Mr. Andrew Ellicott, yet finding myself under several 
engagements to Printers of this state, to whom I had communicated my design, on my 
return to my place of residence, I industriously applied myself thereto, which I hope I 
have accomplished with correctness and accuracy; a copy of which I have taken the 
liberty to direct to you, and which I humbly request you will favorably receive, and 
although you may have the opportunity of perusing it after its publication, yet I choose to 
send it to you in manuscript previous thereto, that thereby you might not only have an 
earlier inspection, but that you might also view it in my own hand writing. 
And now, Sir, I shall conclude, and subscribe myself, with the most profound 
respect, Your most obedient humble servant, 
BENJAMIN BANNEKER. 
(www.pbs.org/wgbh/aia/part2/2h711.) 
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Jefferson’s Reply to Banneker 
To Mr. Benjamin Banneker 
Philadelphia, August 30, 1791 
Sir, 
I THANK you, sincerely, for your letter of the 19th instant, and for the Almanac it 
contained. Nobody wishes more that I do, to see such proofs as you exhibit, that nature 
has given to our black brethren talents equal to those of the other colors of men; and that 
the appearance of the want of them, is owing merely to the degraded condition of their 
existence, both in Africa and America. I can add with truth, that nobody wishes more 
ardently to see a good system commenced, for raising the condition, both of their body 
and mind, to what it ought to be, as far as the imbecility of their present existence, and 
other circumstances, which cannot be neglected, will admit. 
I have taken the liberty of sending your Almanac to Mosieur de Condozett, 
Secretary of the Academy of Sciences at Paris, and the Member of the Philanthropic 
Society, because I considered it as a document, to which your whole color had a right for 
their justification, against the doubts which have been entertained to them. 
I am with great esteem, Sir, Your most obedient Humble Servant, 
THOMAS JEFFERSON. 
('www.pbs.org/wgbh/aia/part2/2h72t.) 
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